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FOREWORD
The 1969 school entrants at Cherbourg and Palm Island schools

participated in a standard educational program whereas the 1970 entrants,
undertook the pilot version of a specially devised Zanguage development
program during the second half of their first year at school. This
publication reports some empirical data concerning the relative effects
of the two programs on the performance of young Aboriginal children.

The evaluation forms part of the research and development project
being undertaken by the Department of. Education in Queensland with the
assistance of a grant from the Bernard Van Leer Foundation. An objective
of the project is the development of a compensatory education program for
use with young Aboriginal children during their first three years at school.

The experimental first year program was primarily devised by
Miss J. Koppe working with the other members of the Committee supervising
the project, Dr N. W. Hart, Miss E.M. Outridge and Dr B. H. Wafts and other
members of our field staff, consisting at present of Mrs J.V. Bennett
and Miss J. Blacklock. The program has now been revised in the light of
experience in the school situation and is being made available for the
guidance of teachers in schools attended by Aboriginal children throughout
the State.

Mrs Bennett, Miss Outridge and Dr Watts have been primarily
responsible for the preparation of the present report which has been
ably prepared for publication by our office staff, Miss R. Hendriksen
and Mrs J. Murray. For the unfailing help of all, I an personally
indebted.

Again, it is a pleasure to acknowledge the co-operation and assistance
of many people and agencies, particularly the pupils, teachers and parents
at Cherbourg and Palm Island, officers of the Department of Aboriginal and
Island Affairs and members of the Research and Curriculum Branch.

Invaluable assistance in administering the extensive testing programs
was provided by officers of the Guidance and Special Education Branch to
whom we are especially grateful.

Many people have given freely and generously of their, time and
expertise in bringing this and other 06lications resulting from the project
to rec,1;ty. We trust that the Aboriginal youngsters of Australia may
benefit from our efforts.

7 4
-/

//f. ( 1,4/.1

N.D. ALFORD
Director

Bernard Van Leer Foundation Project,
Department of Education,

Queensland.
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SUMMARY -

Observation and testing have shown that many IrOung Aboriginal
children speak a non-standard form of English. It appears, moreover,
that their lack of familiarity with Standard Englisll contributes largely
to their generally poor academic success.

Assisted by a grant from the Bernard Van Leer Foundation, the
Department of Education in Queensland began in 1969 a research and
development project at the Cherbourg and Palm Island Community schools
to explore ways of promoting the children's psycholinguistic development
and academic attainment.

Language characteristics of Aboriginal school entrants

Psycholinguistic testing revealed that Aboriginal school entrants
tended to be relatively proficient_ in abilities which depend on visual
skills, immediate memory and expressive skills. However,they tended to
be considerably less proficient in verbal abilities involving
comprehension, production and meaningful association of Standard English
vocabulary and language structures. More Palm Island than Cherbourg
children exhibited this lack of proficiency.

These difficulties may affect the children's understanding of the
language used in classroom instruction. Their expression of ideas and
wishes may be restricted and their conceptual development hindered.

The experimental compensatory language program

An experimental compensatory language
two communities in the latter half of 1970
children's facility with Standard English,
would contribute to improvement in reading
performance.

program was introduced at the
. The aim was to improve the
on the assumption that this
and other aspects of academic

The 1969 school entrants at the .two communities who undertook the
standard Queensland program constituted comparison groups for evaluating
the relative success of the experimental program.

Effects of the compensatory program

Test results obtained by the comparison group children at school entry
and after one year at school showed that their psycholinguistic abilities
were relatiVely unchanged by the year's experience with the standard
Queensland-program. There was a little improvement in the comprehension
of Standard English,. aad the production of some S.E. structures, but
little progress was rn..(1e in closing the gap between the children's levels_
of performance and those of non-Aboriginal children. Additionally, only
a small percentage of children made any progress, in learning to read.
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On ':4e other hand, test results of experimental group children at
school entry and after one year at school showed that their levels of
performance had increased dramatically aftet experience with the short
compensatory language program. Comprehension of S.E. structures improved
considerably, as'did the production of S.E. structures incorporated in the
special program.

Most of the children in the experimental group, particularly at
Cherbourg, made significant. progress in learning to read despite the
absence of formal instruction in reading. Levels achieved were generally
lower than those attained by non-Aboriginal children in the first year
at school. The fact that so many children experienced success in
contrast to the failure experienced by so many of the comparison group
children during their first year at school is further evidence of the
success of the program.

Greater enthusiasm and confidence appeared to result from
participation in a program more meaningful to Aboriginal children than
the standard program had been. Such intangible but important outcomes,
together with the improved performances reflected in test results,
attest to the educational value derived by the children through their
participation in the special program.



Chapter 1

INTRODUCTION

Considerable research* undertaken in recent years by the Department
of Education in Queensland has examined the relations between the
restricted language development of a wide range of handicapped children
and their school achievement. Results suggest that specialized language
programs are often necessary to enable such children to make satisfactory
progress in learning to read.

The comparatively poor school achievement of numbers of Aboriginal
children has been of concern to educators for many years. A pilot study
conducted at Cherbourg Community School in 1965 examined the extent of
the deficit and suggested how greatly failure to learn to read affects
children's progress in many aspects of an ordinary school curriculum.

While many Aboriginal children learn to speak English, before
beginning school, it has been observed that the form of English spoken
by them is often different from the Standard English (S.E.) spoken by
other Queensland children of the same age. Accordingly, it is
hypothesized that the form of English used by the children contributes
largely to their poor academic_ success.

In 1968, the Department of Education applied successfully to the
Bernard Van Leer Foundation (The Hague, Holland) for assistance to
finance a research and development project with Aboriginal children.
Aided by a substantial grant from the Foundation, work was begun in 1969.

The project was conducted in the primary schools at Cherbourg and
Palm Island Communities. These are two sizeable Government reserves
comprised of relatively permanent residents who retain few traditional
customs. While some vernacular language is spoken among the people of
each community, English is the predominant method of communication and
is the language acquired by most preschool-children.

Cherbourg Community has a population of approximately 1200 people
and is stivated 312 miles from a country town, and about 170 road miles
north west of. Brisbane, the capital of the State: The surrounding
district is predominantly farming and grazing land.

* Department of Education, Queensland, Research and,Cnrriculum Branch.
Psycholinguistic Research in Queensland Schools, 1961 - 1966,Brisbane:
Department of Education, Research and Curriculum Branch Bulletin
No. 34, 1968.



Many people have 1. .anent residence for at least a
generation. The people viL,it relatives in other areas, and visits to
Brisbane are fairly frequent. There is a Government primary school in
the community, and older children attend secondary school in the
neighbouring country town.

Palm Island Community is situated 20 miles off the North Queensland
coast. It also has a population of approximately 1200 people who were
'either born on the Island or are drawn from the Aboriginal people of
North Queensland. Currently the majority of men are engaged in labouring
or grazing work, and the women in domestic work.

Townsville, a major provincial city with a population of some
71,000, is 40 miles away fram_the Island, and is.accessible by both air
and sea. A new Government primary school was recently erected in the
community, with facilities to Grade 8 which is the first year of
secondary schooling. There is also a convent primary school, which is
attended by approximately one-third of the Island children. Older
children attend secondary schools on the mainland.

One of the major differenCes between the Cherbourg and Palm Island
Communities is the relative degree of contact which the people have had
with the Standard English patterns spoken by the majority of Queensland
people. Cherbourg people generally have much closer contact than do
Palm Island people. This was a major reason for the selection of the
two .communities for the project.

Research and development objectives

_The primary goal of the project Was to improve the overall academic
performance of the children. It was realized that there are many
determinants of this.performance, including general health and
inotivational factors as well as cognitive and language abilities. It
was decided, however, to concentrate specifically on increasing the
language competencies of the children, while maintaining general concern
with other factors.

A special compensatory language program was planned for children in
their first three years at school. Program development was guided by
research'into the differences between the psycholinguistic abilities and
oral language usage of Aboriginal and non-Aboriginal Queensland children..
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An extensive research project involving the recording and
subsequent analysis by computer of the oral language of non-Aboriginal
preschool children aged two, thre-J and four years was_undertaken.*
A further study investigated the oral language used by Cherbourg and
Palm Island children approaching school entry age.' findings of
these two studies provided a basis for selecting S.E. language patterns
to be incorporated in the experimental compensatory program.

Testing children on entry to school provided baseline information
concerning the psycholinguistic abilities and aspects of the oral
language development of Aboriginal children at 5 years of age.
Retesting the children at yearly intervals provided measures of the
effectiveness of the standard and special compensatory programs in
changing levels and patterns of abilities.

Comparison of the test results obtained by children undertaking the
standard program and the special compensatory program constituted an
aspect of the evaluation of the effectiveness of the two programs. The
test results were also used to assist in the revision of the
experimental version of the program.

The comparison and experimental groups

Because of the widely diversified environmental conditions
operating in the various Aboriginal communities in Queensland, it was
unrealistic to consider establishing strictly constituted control groups
of children drawn from communities other than the two from which the
experimental groups were drawn.

Therefore, it was decided to use as comparison groups the complete
1969 intakes of children at each experimental school. These groups
began school in the year preceding the impleMentation of the first
experimental program, and undertook the standard program.

* For details of the procedures used and results obtained, see
Research Report on Some Aspects of the Language Development of
Preschool Children. Brisbane: Department of Education, Queensland,
Bernard Van Leer Project, 1970.

The results of the analysis of the language of Aboriginal children
and comparison with the Brisbane samples, form the subject of a
forthcoming publication.
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Since comparison and experimental groups wee drawn from the same
schools in two relativel, small, integrated communities it was
impoSsible to prevent overflow of new ideas, techniques and
enthusiasm from the L.eaL, end children of the experimental groups to
the teachers and chi-tare- f: the comparison groups.

Accordingly an attempt was made to create an enthusiastic learning
and teaching-enVironment for the comparison as well as experimental group
children. A week's residential conference was held early in 1969 in

. which all teachers from both Palm Island and Cherbourg schools
participated. Seminars-were held to discuss the special problems
experienced by Aboriginal children in learning at school. New
techniques and teaching materials were discussed, and subsequently
provided for use in the schools.

The complete 1970 intakes of children at the two schools
constituted the experimental groups who participated in the preliminary
version of the compensatory language program, which was developed
during the first half of 1970.

The program was planned as an integrated approach, and occupied the
entire school day. Four.strands of (a) oral language, (b) reading and
writing skills, (c) perceptual skills (listening, looking and touching)
and (d) problem solving skills were incorporated around the previously
determined language patterns.*

The 26 -week experimental version was introduced into the
experimental classrooms in mid-1970. Prior to this, the teachers who
were to implement the program were given special orientation towards the
program.+

Continuous evaluation of the implementation of activities and the
children's progress was maintained through teachers' daily records.
Support and advice to assist the teachers were continuously available.

The composition of the experimental and comparison groups is.shown
in Table 1. Because of the size of enrolments, only one experimental
group was necessary at Palm Island. Two classes were created with each
of the other groups.

For details of the aims and methods of the program, see revised
version of the first year program: Handbook for First Year
Experimental Language Development Program. Brisbane: Department o
Education, Queensland, Van Leer Project, 1971.

+ The two teataers at Cherbourg had each taught a comparison group in
1969. This measure of control was not possible at Palm Island.
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TABLE 1: COMPOSITION OF COMPARISON AND EXPERIMENTAL GROUPS

Boys Girls Total

Palm Island

Comparison 22 10 32

Experimental 9 14 23*

Cherbourg

Comparison 18 13 31

Experimental 17 18 35

This publication reports on:-

1. the language performance of Aboriginal school entrants;

2. changes which occurred in the language performances of Aboriginal
children undertaking the standard and experimental programs after

their first year at school;

3. aspects of the school achievement of these groups of Aboriginal
children at the end of their first year at school.

A subsequent publication will report the results of later testing
in relation to the development of the program for the second and third

years of schooling.

* This group is smaller than expected, since more children than usual

enrolled at the convent school in 1970.
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Chapter 2

THE TESTING PROGRAM

In each year of tho project, language testing was conducted within
the first six weeks Jf the school year, and school achievement testing
in the last two weeks of the school year All testing was individual
with'the exception of the number and concept testing, which was
conducted with groups of four to six children. Although different
testers participated in the testing program from year to year, efforts
were made to ensure consistent presentation and scoring of test items.

This report concerns the testing of both the experimental and
comparison groups at the start of their school careers and after one
year at school. The tests included in this testing program are shown
in Table 2.

Since two oral language tests were specially devised for use in the
project, comparative data-to indicate the performance of non Aboriginal
school entrants on each test were obtained from 31 children enrolled at
a school in a lower socioeconomic area in Brisbane. Additionally, a
comparative analysis was made of the psycholiaguistic test performances
of 33 average non-Aboriginal five-year olds from the same socioeconomic
area. *

* These children, whose ITPA sum of scaled scores were within 60 points
above and below the mean of 360, formed part of the sample described
in, Research Report on some Aspects of the Language Development of
Preschool Children. Brisbane: Department of Education, Queensland,
Van Leer Project, 1970.
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TABLE 2: TESTS ADMINISTERED TO COMPARISON AND EXPERIMENTAL GROUPS AT
SCHOOL ENTRY AND AFTER ONE YEAR AT SCHOOL

Test

Comparison Groups
(1969 intakes)

Experimental Groups
(1970 intakes)

At school
entry

After one
year at
school

At school
entry

After one
year at
school

Illinois Test of
Psycholinguistic
Abilities (ITPA) X X X X

Peabody Picture
Vocabulary Test (PPVT) X X X X

Enticknap Picture
Vocabulary Test (EPV) X X

Sentence Reproduction
Test

Oral Completion Test

Hull Word Recognition.
Test X X

Number Test X

Program Word Recognition
Test x

Program Sentence
Recognition Test X

Boehm Basic Concept
.

Test X

The following is a description of the tests used.



Aspects of language-competence

The most comprehensiVe test of psycholinguistic abilities at
present available is the IllinOis Test of Psycholinvist A1117 .ti
(ITPA) .4- This test assists in the diagnosis of specitic ap4lities and
disabilities in the language development of young children. The ITPA
postulates three major dimensions of Psycholinguistic abilities.
These:are: level of organization, psycholinguistic processes and channels
of communication.

The two levels of organization seen to be involved in language
.acquisition and use are:

a) the representational level, requiring manipulation of the meaning
of symbols;

b) the automatic - sequential level, concerned with memory of sequences.

The three psycholinguistic processes tested at the representational
level are

a) reception, by which information input is decoded4

b) association, by which new input is related to previous, experiendes,
thus consolidating previously-formed concepts or establishing new
ones;

c) expression, by which concepts resulting from the interaction of the
preceding two processes are encoded into either verbal or-gesture
output.:

The two processes tested at the automatic-sequential level are:

closure, which requires completion of pictures or sentences by
supplying missing eleMents;

b) sequential memory, requiring the reproduction of sequences of
digits and visual symbols.

The two channels of communication assessed in the test are the
auditory-vocal channel (auditory input and verbal output) and the
visual-motor channel (visual input and manualoutput).

+ Kirk, S.A., McCarthy, & Kirk, W.D. Illinois Test of
Psycholinguistic Abilities. Illinois: 1.1..iversity of Illinois, 1968.
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The test is standardized so "hat ear,:,. -Las a mean of 36 and
standard deviation of 6. Therefore the mean score on the total test is
360. The standardization enables comparisons to be made, across age
groups, and provides norms for children aged 2 years 4 months to 10 years
3 months-. Results on the ten subtests when expressed as standard scores
give a profile of perforMance, indicating strengths and weaknesses of
either an individual chid or a group of children.

The ITPA doe; yield information on children's understanding of
discrete words. COnsequently two picture tests were selected to provide
measures of the Childrens word knpwledge: InforMation from these two
tests supplements the Information about receptive and expressive
vocabulary obtained from the AUditory ReCeption and Verbal Expression
subtests of the ITPA. It is important to consider. these different
aspects of vocaOuIary development in relation to the children's
syntactic develOpment, to give amore complete, understanding of overall
Language competence_

The Peabody Picture Vocabulary Test (PPVT) * was selected to examine
the children's listening vocabulary_ Each item of the test consists of a
set of four pictures fromIlwhich the.child selects the most appropriate
-picture to match-the word spoken by the tester. Most of the pictures
depict singular and collective nouns, while a few gerunds, adjectives
and adverbs are also included. The test manual provides norms for American
children aged. 21/2 to 218 years

The Enticknap.Pict Vocabulary Test (EPV) 4. was selected to
examine the children's naming vocabulary. The test consists of a set of
rdctures of objects which.are presented singly to the child who is asked
to name the object. The .:-est is intendeafor use with preschool and
Pariv primary school chiTa-ren. Theztest7manual provides norms for
Australian children from 2::years to-7 years 7 months.

.0AngeS in fUrther aspects of the oral language patterns of both
eXperimentaI and comparison. children were assessed through use of two
specially constructed tests-.

* Damn, Lloyd M. Peabody :Picture. Vocab4Zary Test. Minnesota;
Ammrican Guidance SerVtde, 1959.

+ Enticknap, L_E. A Pictum':Vocabuiary Test for h'..eschool Children.
Unpublished ILT", (hons), thesis, UniverSity of Queensland, Queensland,
1956.
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One.of these was a Sentence Reproduction Test which contained
language structures whose usage by Aboriginal children differed from.
that of S.E. speakers.* The children were required to repeat after the
tester each of 15 sentences whose content was meaningful to them. Three
of the sentences were easy items from the Sentence Repetition subtest of
the. Wechsler Preschool and Primary Scale of Intelligence.+ The remaining
12 sentences contained vocabulary and linguistic structures used by non-
Aboriginal preschool children.**

The second test was an Oral Completion Test in which the children
examined a set of '7 large coloured pictures one at a time, while the
tester asked a question about the picture. t Each picture depicted
children of different ethnic origins engaged in some activity. The
tester provided the initial word or words of, a sentence to cue the
child's answer.

This test was also designed to elicit certain Standard English
structures. Some of these were not characteristic of the language of
5 year old Aboriginal children while others were typically used by,
Aboriginal speakers in a manner different from that of speakers of
Standard English. The children's responses were subsequently examined to
assess the extent of interference which their own linguistic.structures
may have exercised in their performance of this task.

As ectsoschchievement
A major difference between the first year of the compensatory

prograaf and the standard Queensland first year program lay in the
relative emphasis placed on oral language development. The assumption
underlying the development of the special program was that improvement
in reading and other aspects of school achievement would result from
the children's increasing facility with the language structures and
vocabulary of S.E. Thus while recognition of printed words and numbers
received considerable emphasis in the standard program,; this tended to
receive only minor emphasis in the experimental program.

* The list of sentences is given in Appendix 1.

+ Wechsler, D. Wechsler Preschool and Primary Scale of Intelligence.
New York:. The Psychological Corporation, 1967.

** Research Report of Some Aspects of the Language Development of
Preschool Children. Brisbane: Department of. Education, Bernard Van
Leer Project, Queensland, 1970.

A description of the pictures, and a list of the question's, is given
in Appendix 1.



However, it was considered desirable for comparative ptirposes that
assessment of some traditional aspects of school achievement should be
made at the end of the first school year.

Since the Hull Word 'Recognition Test* had been administered to the
1969 Cherbourg intake at, the end of_that year, it was decided to use this
test also with the experimental groups to provide at least a partial
index of reading achievement.

A short Number Test comprising 10 items had also been administered
te the Cherbourg first year children at the end, of 1969.4- This test was
also used with the experimental groups in 1970. * *.

Two additional Recognition Tests were devised from units seleCted
from the compensatory program. One comprised 10 discrete words and the
other comprised 7 sentences.# The results of- testing were used to assist
in the revision of the first experimental version of the program, as well
as in the evaluation of the children's progress.

The Boehm Test of. Basic Concepts became available during 1970.*
Using picture stimuli, it examines children's competence with 50.spatial,
quantitative, temporal and other concepts. The test manual provides
normative information about the performance of American kindergarten to
second year children of differing socioeconomic status.

* Reed, G.F. .A Reading Test for Hull. Hull University Studies in

Education, 1953, 2, 46-56.

+ The items comprising this test are given in Appendix 1.

** Owing to practical difficulties, a similar assessment of the Palm
Island comparison group children at the end of 1969 was not possible.

# The words and sentences are given in Appendix 1.

Boehm, Ann E. Boehm Test of Basic Concepts. New York: The

Psychological Corporation, 1970.
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Chapter 3

PSYCHOLINGUISTIC ABILITIES OF ABORIGINAL SCHOOL ENTRANTS

Results on the Illinois Test of Psycholinguistic Abilities (ITPA)
are available for all children who commenced school at Cherbourg and
Palm Island in 1969 and 1970. These results may be considered to give
a general indication of the psycholinguistic abilities of Aboriginal
school entrants.

Table 3 shows the mean scaled scores for each group of school
entrants on each subtest as well as on the test as a whole.

TABLE 3: MEANS AND STANDARD DEVIATIONS OF ITPA SCALED SCORES OBTAINED BY
ABORIGINAL SCHOOL ENTRANTS

Cherbourg Palm Island

1969
intake
(n=31)

1970
intake
(n=35)

1969
intake
(n=32)

1970
intake
(n=23)

mean sd mean sd mean sd mean sd

Reception:
Auditory* 27.9 5.7. 26.9 5.6 25.4 5.8 23.6 5.5

Visual 31.5 5.7 31.0 6.1 29.6 5.8 29.8 5.6

Association:

Auditory* 20.1 7.9. 21.0 7.5 17.7 7.0 14.1 6.2

Visual 27.1 7.5 25.3 6.7 24.5 7.5 23.3 7.3

Expression:

Verbal*' 30.9 5.1 33.2 6.0 29.5 5.0 27.7 6.2

Motor 33.2 5.8 34.7' 3.4 34.6 4.0 32.7 4.6

losure:
Grammatic* 20.3

,...

3.9 19.0 4.3 17.3 4.9 16.3, 3.3

Visual# 33.1 6.0 33.1 5.0 34.8 4.8 36.6 6.2

Sequencing:
Auditory 34.9 6:3 -32.8 5.0 33.7 6.9 33.9 6-.2

Visual* 31.3 6.2 30.5 7.3 27.2 7.1 28.0, 8.8

Sum of
Scaled Scores* 291.3 43.4 287.3 34-.6 274.3 38.6 265.8 38.2

* Combined Cherbourg mean scores significantly greater than
combined Palm Island mean scores, p4C.01

# Combined Palm Island mean scores significantly' greater than
combined Cherbourg mean scores, p <.01
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Statistical tests were applied to the data to test whether there
were any significant differences between the mean scores of the various
groupS of .children, either on the ITPA as a whole, or on the ten
subtests.* Significant differences between communities were found in
overall ITPA scores, as well as in scores on 6 of the 10 subtests.
These six subtests were: Auditory Reception, Auditory AssodiatiOn,
Verbal Expression, Grammatic Closure, Visual Closure, and Visual
Sequencing. The Visual Closure subtest was the only one of these for
which the means for the Palm Island'groups were significantly higher
than for the Cherbourg groups.

Thus on their entry to school the Cherbourg children tended to be
clearly. more competent psychoZinguistically than were their Palm Island
counterparts. No significant differences were however revealed between
the two groups of school entrants within each community. Thus within
each of the communities the psychoZinguistic abilities of the school
entrants in each year were equivaZent.

Figure 1 indicates the performance of the four groups on each of
the 10 subtests as well as on the test as a whole.

Throughout this report, the results of all statistical analyses
applied to the data, and the significance levels of the resulting
statistics, are shown in tables in Appendix 2. The results of the
11 two-way analyses of variance conducted on this data, in which
Community (Cherbourg/Palm Island) and Group (1969/1970) were the two
factors, are given in Table 1 of Appendix 2.
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The similarity of the profiles for the four groups can be clearly
seen. While the pattern reveals disabilities similar to those found in
studies of Aboriginal children in other parts of Australia*, the extent
of Cherbourg and Palm Island children's disabilities on the Auditory
Association and Grammatic Closure subtests is perhaps more pronounced.

The mean scores for each group approached the norming population
mean on three subtests: Manual Expression, Visual Closure and Auditory
Sequencing. There were'markedly low: scores on the Auditory Association
and Grammatic Closure subtests. Additionally, where both visual and
auditOry aspects of a pakticular psycholinguistic funCtion were tested,
the scores for the visual aspect tended to be higher than for the
auditory aspect. A reverse pattern however was revealed for the
sequencing subtests.#

It will be recalled that no significant differences were found
between the performances of the two intakes within each community.
Therefore, it is potsible to discuss "average" performances by children
at the one community: Table 4 presents a comparison of the "average"
16erformances of Cherbourg and Palm Island children.

In this summary table, subtests of "least difficulty" are those for
which the "average"! mean scores at each community were one half a
standard deviation from the norming mean or less, that is, 33.0 or
greater. Subtests Of "greatest difficulty" are those for which the
"average" mean scores at each community were 21/2 standard deviations or
more frOm the norming mean, that is, 21.0 or lest.

The remaining 5 subtests were termed "moderate difficulty". The
"average" mean scores for bOth,communities on these sabtetts ranged
between 12 and 2 standard deviations froM the norming mean, that it
between 32.9 and:24.1. In general the "average", scores for Cherbourg
:children tended to be higher than the corresponding "average" scores for
Palm Island children.

* Teasdale, G.R & Katz, R.M. Psycholinguistic Abilities of Children
frourdifferent Ethnic and Socioeconomic backgrounds. Australian
'Journal of Psychology, 1968, 20, 155-160.
Moffit, P., Nurcombe, B., Passmore, M., & McNeilly, A. Intervention
in Cultural Deprivation: The comparatiVe success of preschool techniques
for rural Aborigines and Europeans. Australian Psychologist, 1971, 6,
51:7 61.
Bruce, D.W. Hengeveld, M., & Radford, W.C. Some cognitive skills in
Aboriginal children in VictOrian primary schools. Victoria: A.C.E.R.
Progress Report 2, 1971.

# This result may have been a function of the validity of the Visual
Sequencing subtest. Whereas repetition of digits (Auditory Sequencing)
appears to involve only auditory sequential memory, the abstract shapes
used in the Vitual Sequencing subtest seem to require deCoding and
encoding in addition to visual sequential memory. Some ITPA validity
studies have indicated that the visual sequencing subtest appears to
correlate more strongly with symbolic rather than non-symboliCfunctions
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The table shows that the greater the difficulty experienced by
children at both communities the more likely were Cherbourg children to
score higher than Palm Island children.

The table also shows that Palm Island children performed at least
comparably with the Cherbourg children on visual tests, whether these
were of least or moderate difficulty, the only exception being the
moderately difficult Visual Sequencing test. In contrast, moderate or
high difficulty auditory tests showed the Palm Island children to be less
competent than the Cherbourg children.

The children's different preschool experiences may have influenced
some of their responses. For example, some low scores may have resulted
from lack of experience with materials common in other preschool children's
environments, such as sophisticated kitchen appliahces and commercially
produced kindergarten games. This lack of familiarity could affect the
children's ability to make correct responses to some items of the Visual
Reception, Visual Association and Visual Sequencing subtests.

Additionally, numbers of children completed Auditory Association
subtest items with responses more familiar to their experiences. For
example, in response to the item I sit on a chair; I sleep on a ...,
some children responded floor, blanket or table.. Similarly, some children
responded to the item I eat from a plate; I drink from a ..., with
bottle. None of these responses was accepted as correct.

On the other hand, some children's low scores appeared to be related
directly to difficulties with Standard English structures. For example
the Auditory Association item: Ears are o 1-,ear with; eyes are to ...,
uses the copula are followed by an infinitive verb. This construction
appeared to be unfamiliar to many children, some of whom responded as
though they understood eyes are to ... as eyes are two, by nodding in
agreement. Other children responded with big or small, apparently since
they interpreted eyes are to..., as eyes are too....

In addition, some low scores on the Auditory Reception subtest may
have resulted from unfamiliarity with the particular form of question
used in each item. This form uses an inverted sequence in which the do
auxiliary is followed by a plural noun and verb. For example, Do bees
sting? and Do bananas telephone? are two of the questions. This form of
questioning is unfamiliar to Aboriginal children. More appropriate
question-forms for them would be bee sting? and banana telephone eh?
spoken with a rising inflection.
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Performance on the Grammatic CZosure subtest revealed the greatest
differences between Aboriginal children's oral language patterns and those
of Standard English. the subtest quires children to look at a-picture
and supply the missing word to coma `':mete a sentence spoken :by the tester.
It is the grammatical form of the crqildren's responses rather than the
content which is assessed.

Twelve of the first 16 items examine the production of words which
indicate grammatical changes. In 8 of these a syntactic marker* is
applied to regular noun, verb or adjective. For example dress becomes
dresses, big becomes bigger. In 4 items the change requires the
production of a different word. Thus wrote is required for is writing,
and his for hers. The other 4 items involve the formation of phrases.
Three items require prepositional phrases, while the fourth requires the
omission of a preposition.

The percentages of Cherbourg and Palm Island school entrants
passing each item on this subtest as well as the percentages of children
in the Brisbane group who passed the items, are shown in Tables 5, 6, and 7.
Items in each of these tables have been arranged in descending order of
difficulty for the Brisbane children.

* A syntactic marker is a morpheme (the smallest meaningful grammatical
unit) applied to a word to indicate a grammatical change, e.g.
singular to plural, present to past tense, objective to possessive case.
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TABLE 5: PERCENTAGES OF SCHOOL ENTRANTS GIVING CORRECT RESPONSES TO ITPA
GRAMMATIC CLOSURE SUBTEST ITEMS WHICH REQUIRE THE USE OF REGULAR MARKERS

Item
no

Syntactic
Form

Example Bris, Cherbourg i Palm Island

(n=33)

1969
intake
(n=31)

1970
intake
(n=35)

1969
intake
(n=32)

197 0

intake
(n =23)

% % % % %

1 plural noun dog - dogs .94 36 40 16 9

5 plural noun dress -
dresses 94 10 26 0 0

4 present to bark -
continuous
tense

is barking 85 42 49 22 26

8 possessive
noun

belongs to
John
is John's 79 19 12 6 4

6 past_
passive

is opening -
has been

tense opened 70 32 12 25 13

16 superlative
adjective

big -
bigger -
biggest 68 19 12 19 0

12 noun is painting -
a painter 48 6 0 3 0

15 comparative big -
adjective bigger 35 10 0 0

1

Table 5 shows that in general, most of the Brisbane 5 year olds were
able to produce the correct markers for regular words. The exceptions to
this were the items requiring the morpheme -er, in one'case-to form a noun
and in the other to form a comparative adjective. More children were able
to produce the superlative -est ending than the comparative -er ending,
which may suggest the order in which these relational terms are acquired.*

See comments by Margaret Donaldson and-Roger Wales. On the
acquisition of some relational terms. In John R. Hayes (Ed.),
Cognition and the Development of Language. New York: Wiley & Sons,
1970.
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It -4:a',7,-Iear try most Aboriginal children were not able,to,apply
the appropri'472Lte endi=qs for regular words. However, more children from
Cherbourg-tn. Palm Island were able to produce-the plural -s and -es,
possessive and resent continuous -ling endings. .Only small
percentages blfchilTrn at the two communities could apply the past
tense -ef_ending. 7;Mry few children-could apply either the -er or -est
morpheme:-

TahLi4 :ar..shows results regarding the use of irregular words.

TABLE 6: PERCENTAGES OF SCHOOL ENTRANTS GIVING CORRECT RESPONSES TO ITPA
GRAMMATIC CLOSURE SUBTEST ITEMS WHICH REQUIRE THE USE OF 'IRREGULAR WORDS

Item
no.

Syntactic
Form

Example Bris, Ch:trbourg Palm Island

(n =33)

1969
intake
(n=31)

1970
intake
(n=35)

1969
intake
(n=32)

1970
intake
(n=23)

3 possessive hers - his
pronoun 76 42 9 28 4

14 indefinite another -
quantifier weren't any 56 3 6 0 0

13 past
passive

to eat -
has been

tense eaten 15 6 3 6 0

9 past tense is writing
- wrote 9 10 3 3 0

The table shows that most of the Brisbane group were competent with
the change in gender of the third person singular possessive pronoun.
However, only half of these children were able to contrast the indefinite
quantifiers another and not any, while very few were able to produce the
correct past tense forms of the two irregular verbs. This contrasted with
the ability of most children to produce the correct past tense inflection
of the regular verb open.

The table also shows that very few Aboriginal children at either
*community were able to produce correct. responses to any of the 4 items.

DisCussion of the difference between the 1969 and 1970 intakes on
Item 3 is presented in Chapter 5, p.46.
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TabJ:: 7 gives the percentages of children producing phrases
correctly.

TABLE 7: PERCENTAGES OF SCHOOL ENTRANTS GIVING CORRECT RESPONSES TO ITPA
GRAMMATIC CLOSURE SUBTEST ITEMS WHICH REQUIRE THE USE OF PHRASES

Item
no.

Grammatical

Class

Example Bris. Cherbourg Palm Island

(n=33)

1969
intake
(n=31)

1970
intake
(n=35)

1969
intake
(n=32)

1970
intake
(n=23)

2 preposition under - on/up 100 97 99 78 87

10 omitted
preposition

going to
work -
going home 85 74 58 44 44

7 preposition in it
for/of milk 73 33 3 6 4

11 preposition Fin the
morning -
at night 9 0 0 3 0

The table shows that almost all children in each group were able to
produce the appropriate preposition to form the spatial contrast under
with on- Most Brisbane children were able to form the phrase going home
correctly by omitting the preposition to, as were significant numbers of
children at both Cherbourg and Palm Island.

Most Brisbane children were able to form the qualifying phrase of
milk while very few Aboriginal children could do so. However, children
in all groups were unable to form the appropriate phrase to contrast
in the morning with at night.

An analysis of the incorrect responses given to the items of the
Grammatic Closure subtest was made, to examine whether the non-standard
grammatical structures used by children at the two communities were
similar both to each other or to those of the Brisbane children- The
percentages of children in each group who made the same errors are given
in Table 1, Appendix 3.

In general, the few errors made by children in the Brisbane group
tended to involve the application of regular syntactic rules in irregular
-situations. This was apparent in the production of ate/aten/eated/ated
for eaten, and writed/writ for wrote. Similarly, the production of
in the night for at night showed unawareness of the appropriate
grammatical constraints involved in the contrast.
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However, errors made by Aboriginal school entrants at both
communities tended to consist primarily of omissions of appropriate
syntactic markers e.g. dog was given for dogs, dress for dresses, John
for John's, open for opened. In addition, some children tended to
produce single noun labels when they were unfamiliar with the structure
required by the items. For example, dog was produced for is barking,
gate for has been opened, paper /letter for wrote, milk for of milk and
dark/night for at night.

Other errors appeared to result from Aboriginal children's use of
vocabulary characteristic of their communities. For example, working man
was substituted for painter, and gone or finished for has been eaten.

In summary, most of the Brisbane children from lower socioeconomic

homes had mastered the range of linguistic structures included in the

first Z6 items of the Grammatic Closure subtest by the time they were

5 years old. The items which presented most difficulty to them involved
the formation of a regular comparative adjective, the past tense of two
irregular verbs, and a prepositional phrase to make a time contrast.

On the other hand, the Aboriginal children did not exhibit the same

degree of mastery. They experienced difficulty with virtually aZZ items.
However Cherbourg children tended to experience fewer difficulties with
the language structures examined than did the Palm Island children.

The differences between non - Aboriginal and Aboriginal groups of
children Zay mainly in their competence in the use of syntactical markers,
and in the formation of grammatical contrasts. Since few Aboriginal'
preschool children.are exposed to the morphemes which signal these
changes in Standard English, it seems reasonable to conclude that their
omission of syntactical markers reflects acquisition of the oral language
patterns of their communities. It does not necessarily imply, as it
might in a sample of non-AboriginaZ children, retarded language
development.

Development of vocabulary

Results are also available for all children who commenced school at
Cherbourg and Palm Island in 1969 and 1970, on the Peabody Picture
Vocabulary Test (PPVT) Form A. Results on the Enticknap Picture
Vocibulary Test (EPV) however are available only for 1970 school entrants.

Raw scores were used in the analyses. The means and standard
deviations of the scores obtained are given in Table 8-
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TABLE 8: MEANS AND STANDARD DEVIATIONS OBTAINED BY ABORIGINAL SCHOOL
ENTRANTS ON THE PPVT AND EPV TESTS

Cherbourg Palm Island

1969
intake

1970
intake

1969
intake

1970
intake

(n=31) (n=35) (n=32) (n=23)

PPVT
Mean 33.9 36.1 31.3 32.9

sd 10.6 8.4 8.4 9.9

EPV
Mean N.A.* 23.1 N.A.* 23.1

sd 5.4 4.9

N.A.* = not administered

The PPVT means correspond to mental ages of 3 years 2 months to
3 years 6 months,- while the EPV means correspond to a mental age of 4 years.
The P7T means are of similar magnitude to those obtained by groups of
Aboriginal children of similar age and circumstances_ in other parts of
Australia.**

Statistical tests were applied to the data to examine the
significance of differences between the mean scores obtained by the
various groups on the two tests.+ No significant differences were found
between the mean scores obtained by groups within each community on the
PPVT. Considering this information in conjunction with the lack of
significant differences on ITPA itIcan be considered likely that there,
were also no differences between groups at the same community on the EPV.
Thus entrants to school in the two years may be considered equivalent in
ability to identify pictures which depict. words, and to.label pictures
which depict objects.

** Teasdale G.R., & Katz; F.M. Psycholinguistic Abilities of Children from
Different Ethnic and Socioeconomic Backgrounds. AustraZian Journal of
Psychology, 1968, 20, 155-160.
De Lacey, P.R. Verbal Intelligence, Operational Thinking and
Environment in part-Aboriginal children. AustraZian Journal of
Psychology, 1971, 23, 145-150.

+ The results of the two-way analysis of variance applied to the PPVT
data are Shown in Appendix 2, Table 1. A non-significant t-value of
0.02 with 58df was obtained in comparison of EPV scores of the two
1970 intakes.
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The statistical testing also showed that in contrast to the
significant differences between communities in mean scores on the ITPA
Auditory Reception and Verbal Expression subtests which were discussed
earlier, no significant differences between communities were found in
scores obtained on either the PPVT or the EPV.

The finding probably reflects differences in the demands made by
the two types of tests. The ITPA Auditory Reception subtest would appear
to involve comprehension of sentence structure in addition to
comprehension of vocabulary. However the PPVT requires comprehension of
discrete words uncomplicated by incorporation in a sentence structure.

Similarly the differences between the results obtained on the verbal
expression subtest of ITPA and the EPV, both tests of expressive
vocabulary, seem to depend on the additional component of verbal fluency-
which is involved in the former but not the latter. The EPV requires
simply the naming of single objects.

The evidence presented here indicates that in the areas of both
receptive and expressive language, the Aboriginal school entrants at
Palm Island performed as well as those at Cherbourg on tests involving
vocabulary only. On tests which involved comprehension and use of
language structures in addition to knowledge of vocabulary, the
performance of the Cherbourg children was significantly more advanced.
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Chapter 4

FURTHER ASPECTS OF THE ORAL LANGUAGE DEVELOPMENT OF ABORIGINAL SCHOOL
ENTRANTS

The computer analyses of the spontaneous language of preschool
Aboriginal children provided a comprehensive description of the children's

language usage prior to their commencing school. While it would be

desirable to repeat such analyses at regular intervals to enable
comparisons at different stages of development to be made, the method is

both time consuming and costly.

A less demanding method of collecting language samples is to provide

a controlled stimulus situation in which the response may be structured to

a greater or lesser degree. The Auditory Association and Grammatic Closure
subtests of the ITPA are examples of the use of highly controlled stimulus
situations to which single word responses are required. Data from such
tests are readily obtained and analyzed, but provide only limited
information about specific aspects of language development.

To provide information about some language structures not assessed by.

the ITPA, the Sentence Reproduction and Oral Completion-Pests were used.

These tests allowed the children more scope to produce certain language

structures than did the ITPA subtests, and yet provided a manageable

quantity of data for analysis.

Sentence Reproduction and Oral Completion Tests

Some research
* suggests that before children can be expected to use

language structures in the course of their oral communication, they need

to be competent in reproducing these structures presented, for example, as

stimuli in a sentence reproduction test. Other evidence* suggests

moreover that competence in such reproduction is influenced by
comprehension of the particular structures.

Analysis of the modifications,made bylchildren in their attempts to
reproduce sentences within their immediate memory spans may therefore
provide information about their comprehension of certain language

structures. If the modifications do not preserve the meaning of the

sentence then it is likely that the structures have not been understood.

* e.g. Fraser, C.U. Bellugi and R. Brown. Control of grammar in

imitation, comprehension and production. Journal of Verbal Learning and

Verbal Behavior, 1963,2,121-135.

# e.g. Menyuk, P. Sentences Children Use. Cambridge: MIT Br-ess, 1969.
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However, if the modifications preserve the meaning of the
sentence, information is provided about the types of structures
actually used by children in their spontaneous language. Similarly the
Oral Completion Test provides valuable information about the actual
structures used by children in their production of language.

Both the Sentence Reproduction and Oral Completion Tests were
administered to school entrants at the two communities in 1970 as well as
to the group of children from a lower socioeconomic area in Brisbane
described previously.

The words and phrases produced by the children were examined for
correspondence with the grammatical rules of Standard English. The
scoring criteria for classifying the errors were based on the principles
of structural analysis of language employed by Menyuk.*

There are two levels at which the responses may differ from Standard
English. At one level, they may contravene rules which relate to various
grammatical classes in the structure of sentences. At the other level,
they may contravene morphological rules which relate to the application of
markers to words to indicate grammatical changes.

At each level, the errors may be of three kinds. Firstly, the
grammatical class or marker may simply be omitted. Omissions are shown
in Table 9 by the symbol 4. Secondly, a substitution error may occur if
a grammatical class or marker is used in conflict with other criteria
which restrict the selection of that particular class or marker. Thirdly,
an error of redundancy may occur when an additional grammatical class or
marker is used, after the appropriate class or marker has already been
applied. Substitutions and redundancies are underlined in Table 9.

* Menyuk, P. Sentences Children Use. Cambridge: MIT Press, 1969.

Menyuk. P. The Acquisition and Development of Language. Englewood
Cliffs:" Prentice Hall, 1971.
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TABLE 9: EXAMPLES OF CRITERIA FOR SCORING INCORRECT RESPCNSES TO
SENTENCE REPRODUCTION AND ORAL COMPLETION TESTS

Sentence Structure

Omission Substitution Redundancy

Rules relating to

Noun She took the
bigger c1:1

She took the coat She took it the

Verb He (I) shaving He takes a shave He'll might shave
Preposition I shop 0 town I shop at town I shop in over

there
Determiner I want 0 milk I want a milk I want some lots

of milk
Particle He put 4) the

hat
He put in the hat He put on the

hat
Pronoun That's i) book He's a good book That's mine my

book

Morphological Rules

Plural noun They are child They are childs They are
childrenses

Verb He come (I) now He comed yesterday He carved yesterday

Possessive That's he 0 car That's hims car That's hisses car
Contraction 14 going

....._

:'se going I'm aim going

In examining the children's responses to the Sentence Reproduction
Test, allowance was made for certain known phonemic* differences between
Standard English and the form of English.spoken by many Aboriginal adults.
Many of these differences involve simplification of sound clusters, which
has little effect on the grammatical correctness of sentences when the
simplification occurs in the initial position of words, as in the
adbstitution of d for th in that.

Examples of phonemic differences which were not scored as errors
included 'as for has, da and dat's for the and that's, t'ing for thing,
oba and gib for over and give, tha's for that's, don' for don't, wanna
and gonna/gunta for want to and goi-Ig to, and gimme for give me.

* A phoneme is a distinct sound and phonology is concerned with the
conditions under which phonemes can combine. .
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On the other hand, some reductions which occur in the final positionof words may seriously affect the meaning being conveyed since they
preclude the use of syntactical markers. Among these are reductions in
the following cases;

final r so that We're becomes we
final Z so that I'll and we'll become I and We,
final s,z,t,Z and d which affect formation of plural
possessive and past tense markers.

These reductions were scored as errors.

As well as descriptions of the kinds of modifications made by the
children, the analysis provided information about the number of sentences
reproduced without error.

The children's responses to the Oral Completion Test were scoredtwice. One analysis focussed on the single words following the cue words.Of the21 items, one required a regular plural noun, and two required
either an adverb, prepositional phrase, or infinitive verb. The
remaining 18 items required a verb to be produced, to follow the pronounshe, she, they or it. Seven of these verbs were most likely to be the
present progressive tense (is/are v f ing), seven the present tense of the
copula (is/are), two the present tense form has (has got), one an
irregular past tense (fell), and one a future tense verb (gill 7,, verb).
The second analysis examined the remaining words in the responses.

Each analysis provided information about the number of correct words
ot phrases produced by the children, as well as descriptions of the kinds
of structures used in their incorrect responses.

Performance on Sentence Reproduction Test

The mean numbers of sentences reproduced without error were 13.2 for
the Brisbane group, 8.9 for the Cherbourg group, and 7.9 for the Palm
Island group. Statistical testing indicated that the Brisbane children
reproduced significantly more sentences correctly than children at eithercommunity.* However, there was no significant difference between the mean
scores obtained by children at Cherbourg and Palm Island. The percentages
of children reproducing each sentence correctly are shown in Table 10.
The fifteen sentences are arranged to display the increasing order of
difficulty for the Brisbane children.

The results of the analysis are shown in Appendix 2, Table 2.
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TABLE 10: PERCENTAGES OF SCHOOL ENTRANTS PASSING EACH ITEM IN THE
SENTENCE REPRODUCTION TEST

Item
no. Sentence

Number
of

words

Bris,

(n=29)

Cherb,

(n=35)

Palm
Island
(n=23)

1 We sleep at night 4 100 92 91

9 What is that thing? 4 100 89 78

11 He might be over there 5 100 86 83

8 They don't know my name 5 100 92 61

12 Look at that fish in the
water 7 100 58' 74

2 Mary has a red coat 5 97 37 44

3 I want to wear it 5 94 95 87

6 I'm going to have a drink 6 94 72 35

7 He has planted a tree 5 94 49 35

5 That's a little bit 4 91 43 44

10 I saw her with Jean's apple 6 91 26 13

15 Johnny would like to have
a cowboy suit 8 87 23 13

14 Will you give me one of
'these? 7 73 81 65

4 The bad dog ran after the
cat 7 69 48 48

13 I found three turtle eggs
near his house 8 38 3 9

Sentences 14 and 4 were difficult for at least a quarter of the
Brisbane children, while only Sentence 13, one of the longest sentences,
was difficult for more than half the group. This was mainly because
some children tended to substitute two for three.

Clearly, the language structures and vocabulary of the sentences
appeared to be within the competence of most of these Brisbane children.
In contrast, only a few of the sentences presented little difficulty
to most of the children at the two communities.
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Results on several shorter sentences were relatively low
(Sentences 2, 7 and 5), while those on several longer sentences were
relatively high (Sentences 12 and 14). Length of sentences up to 9 words
has been found not to influence successful reproduction even for 3 year
old children acquiring Standard English.* It is therefore likely that
the children's non-successful reproductions were dependent on lack of
experience with the particular rules used to generate the sentences rather
than the sentence lengths.

rEXamination of the errors made by children at the two communities
tended to support this conclusion.# Errors comprised predominantly
omissions of syntactical markers and substitutions of familiar structures
from the children's own grammar rather than omission of parts of the
sentences. More errors were made through mOdification of morphological
rules than through modification of sentence structure rules.

The major examples of modification of morphological rules were the
omission of a final 3 marking plural and possessive nouns and contractions
of the copula is, and the substitutions of the verbs 'ariPab for has,
and sawn for saw (Cherbourg particularly).

Modifitation of sentence structure rules involved mainly pronouns,
,

prepositions and determiners.. Major examples of these modifications
were the omission of the determiners the and a, and the substitution of
'e for his, in for near and da for a. Additionally, parts of the compound
verb would like to have were omitted, so that Cherbourg children tended to
simplify the verb to like or like to have, and Palm Island children tended
to reproduce the verb, as would like or Would haVe.

Performance on the Oral Completion Test

The mean numbers of correct single words following the cue words were
19.7 for the Brisbane group, 5.9 for the Cherbourg group and 2.1 for the
Palm Island group. The differenceS between the means were statistically
significant.** The Brisbane children made signifidantly more correct

. responses than did children from either community. In addition, Cherbourg
children made significantly more correct responses than did Palm Island
children. The percentages:of children producing correct responses in
each grammatical class are shown in Table 11.

**

Menyuk, P. Sentences children use. Cambridge: MIT Press, 1969, p.114

A detailed listing of the percentages of children making omission,

substitution and redundancy errors in the various grammatical classes
is shown in Appendix 3, Table 2.

The results of the analysis are shown in Appendix 2, Table 2.
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TABLE 11: PERCENTAGES OF SCHOOL ENTRANTS PRODUCING CORRECT RESPONSES TO

FOLLOW CUE WORDS IN ORAL COMPLETION TEST

Grammatical
Class

Syntactical
Form

o.of
terns

BrisL

(n=31)

Cherb.

(n=35)

Palm
Island
(n=24)

% % %

Regular noun Plural s 1 100 60 17

Prepositional
phrase Preposition 2 90 66 54

Verb Present continuous
is v + ing 7 95 18 4

Copula is/are 7 87 25 7

Present has/has got 2 84 9 0

Past fell/has falle

111

1 68 84 4

Future will -I- verb 1. 90 3 0- -
All the Brisbane children were able to produce the regular plural,

noun form, and most were successful in producing the appropriate

prepositions. Most of these children experienced no difficulty in

producing the correct present and future tense verb forms. However,

some children were not able to produce the past tense of the irregular

verb. In contrast, few Aboriginal children were able to produce the

correct responses.

Differences between Palm Island and Cherbourg children that were

found previously in performance on the Grammatic Closure subtest of the

ITPA were again apparent. More Cherbourg than Palm Island children were

able to produce the regular plural noun form and the appropriate

prepositions. Additionally, most Cherbourg children were able to

produce the past tense of the irregular verb fell.* However, only a few

of these children were successful in using the present tense forms of

verbs involving is /are.

In contrast, Palm Island children were unsuccessful in producing

the correct forms for any verbs. Only 21 correct responses were given

out of a possible total of 432.

* The greater success of the Cherbourg children than the Brisbane

children on this item is noted, but no explanation can be proferred.
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The most difficult verb forms for children at both communities were
the has (got) construction and the future tense verb using the auxiliary
Will + verb.

Over 60 percent of verb fora responses made by children at both
communities involved omissions of words and of grammatical markers. The
percentages of children making these errors are shown in Table 12.

TABLE 12: PERCENTAGES OF SCHOOL ENTRANTS OMITTING VERB FORMS IN ORAL
COMPLETION TEST

Verb form
required

Number
of

items

Omission
of Example

Bris.

(n=31)

Cherb.

(n=35)

-Palm

Island
(n=24)

Present
continuous
is v + inch

7 Auxiliary
is/are

He 0 eating 3 76 84

Auxiliary
is/are + ing

He 0 eat 1 1 9

Copula is/are 7 is/are She 0 sick 1 53 35

Present has/ Auxil. has She 0 got four 5 '-.46 46has got 2 has/has got She 4 four 0 23 48

Irregular past Past tense She fall 3 6 71
fell 1 marker

.
.

Future will Auxiliary He 4, drink it 3 43 71
+ verb 1 will

An additicnal difficulty was experienced by some children in
attempting to complete a sentence beginning with the impersonal pronoun it.
One quarter of the Palm Island children either made no response, or
altered the structure begun by the tester. For. example, in response to the
question, Ten me about the fork. It...., some children responded The boy
got it. Apparently they. were unable to reverse the usual sequence of actor,
verb, object.

The second analysis was concerned with those of the 21 items of the
test which were intended to elicit phrases in addition to the single word
following the cue word. The mean numbers of completions produced and the
mean numbers of correct completions are shown in Table 13.
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TABLE 13: MEAN NUMBERS OF COMPLETIONS GIVEN TO ORAL COMPLETION TEST
ITEMS BY SCHOOL ENTRANTS

Bris.

(n=31)

Cherb,

(n=35)

Palm
Island
(n=24)

Mean number of completions 18.6 18.7 14.7

Mean number of correct completions 17.2 12.7 8.7

Mean number of Noun phrase 4.1 3.2 2.3

correct

completions

containing:

Prepositional phrase 7.6 3.4 1.7

Subtotal for phrases 11.7 6.6 4..0

Particle* 2.5 1.6 1.8

Pronoun 0.2 0.7 0.0
Adverb 0.1 1'.8 0.5

Adjective 1.6 1.5 1.3

Impersonal pronoun 0.9 0.4 0.9

Subtotal for words 5.4 6.0 4.6

It can be seen that whereas Cherbourg Cbiadren produced as many
completions as did the Brisbane children, fewar of these were
grammatically correct. The Palm Island children were not as fluent as
the other children, and the mean number of correct completions produced
by them was considerably less. Statistical testing Showed that the
differences between the groups in the mean number of correct completions
produced were significant.#

Table 13 also shows details of different-types of, words and phrases
produced by the children to complete the sentences. Noun and
prepositional phrases were.scored as correct only if there was no error
in .the phrase. This meant that if a determiner or pronoun was
inappropriately used, the phrase was not scored as correct. For example,
the.:xesponse in his hand was scored as correct, but the response in 'e
hand was scored as having one pronoun substitution error. In the response
on 'e hand, an additional error of prepositional substitution was scored.

A particle is a grammatical class defined7:by position, not form.
Included in this class are words traditionally classed as adverbs or
prepositions e.g. over, in, at.

The results of the analysis are shown in_Appendix 2, Table 2.
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The table shows tha-t. 11.7 out of 18.6 of the Brisbane children's
completlans (63 percent) were correct noun and prepositional phrases.
This contrasts with only 6.6 out of 18.7 of the Cherbourg children's
completions (35 percent) and 4.0 out of 14.7 of the Palm Island children's
completions (27 percent).

This difference between the correctness of the Brisbane and
Aboriginal children's responses reflected a tendency on the part of the
latter to make errors in the use of pronouns, prepositions and determiners.

Substitution of inappropriate pronouns accounted for one third of all
errors made by children at both communities. The most common of these
errors was the substitution of he/'e for his in phrases such as in 'e
hand. The next most frequent error was the substitution of he/'e for her
in sentences such as 'e pickin' 'e up.

Errors in the use of prepositions and determiners tended to be
omissions rather than substitutions. Such omissions resulted in sentences
such as She is taking books (to the girl and It 4) on 4 table. Frequently
both preposition and determiner were omitted, resulting, in sentences such
as It t table and It 4 hand. These single word completions were
indicative of the difficulties mentioned previously which the children
experienced with sentences beginning with the impersonal pronoun.

Summary of performance on the two tests

The results of the art*Tysis of the children's performance in both
reproduction. controllerl production contexts :::clearly indicated that
most of thebane chilftrAwn were competent with:the Standard English
structures 5a6E-mocabulary imcorporated in the test stimuli. In contrast
most Aborigichildren were significantly less competent In both
contexts.

The ewe presentecl here suggests- .that reproductignmof certain
standard :E-r-h language structures was certainly an easier task for
these Abori#Lm41 children al both communities than_ was the production of
those structimas For example, whereas a:very high percentage of children
at each contnty-could accurately reproduce the ,sentence What is that
thing? very Nowat either community could construct sentences which
incorporated taEL copula is. Similarly, whereas many children at the two
communities aoluId accurately reproduce the sentence Will you give me one
of these? only 1 child out of 39 could construct a sentence which
incorporated the auxiliary will + verb.
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However, the influence of some frequently used non-standard
structures clearly interfered with successful reproduction of Standard

English. These included the omission of the final s marking plural and
possessive nouns and contracted forms of the copula is, the substitution
of commonly used verbs, prepositions and:pronouns, and the omission and
interchange of the articles a and the.

These non-standard usages were also given frequently in the

production. situation. In addition, auxiliary verbs and past tense
markers tended to be omitted. Again it was clear that more Palm Island
than Cherbourg children produced these non-standard structures.

Although many of the nonttandard English forms used by these-z:
Aboriginal children were similar to those used by young Brisbane children
who were fl.n the process of acquiring the patterns of Standard English*,
they also generally occur in the language of Aboriginal adults.
Consequently the eviemce again.suggests that the occurrence ofl such
language usage amongst Aboriginal school entrants indicates acquisition
Of the language used by the adults with whom they are in close-contact
during their early years. It does not necessarily imply retarded language

development.

Research Report on some Aspects of.the 'Language Development of Preschool

Children. Brisbane: Department of 'Education,. Queensland, Bernard Van

Leer Project, 1970.
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Chapter 5

CHANGES IN PSYCHOLINGUISTIC ABILITIES OF ABORIGINAL CHILDREN AFTER ONE
YEAR AT SCHOOL

It will be recalled that the comparisonLand experimental groups
within each community did not differ significantly-in terms of
psycholinguistic:test scores at entry to echodl. Since the groups
participated in different first year programs4 changes in test scores by
the end of the first year can be considered to reflect substantially the
influences of the two types of programs.

Table 14 shows the mean and standard demd.ationg of the ITPA scaled
scores obtained by each group of children after one year at school.

TABLE 14: MEANS AND STANDARD DEVIATIONS OF ITPA SCALED SCORES OBTAINED
BY COMPARISON* AND EXPERIMENTAL GROUPS AFTER ONE YEAR AT SCHOOL

I Cherbourg Palm Island

Comparison
Group
(n=31)

Exptl.
Group
(n=35)

'Comparison
Group
(n=32)

Exptl. i

Group
i

(n=23)

mean sd mean sd mean sd mean sd

Reception:

Auditory 28.7 4.0 30.5 4.3 28.2 5.8 28.1 4.0
Visual 30.4 5.7 33.5 5.1 29.1 4.6 33.5 5.2'

Association:

Auditory 24.9 10.4 28.4 7-4 19.8 10.5 20.5 7.6
Visual 27.1 7.2 32.7 6.7 23.6 8.6 28.7 7.1

.Expression:

Verbal 28.3 4.3 38.5 5.5 28.5 3.4 36.0 6.7
Manual 32.0 3.8 37.1 4.2 32.2 4.6 35.7 4.0

Closure:

Grammatic 20.8 7.5 21.9 4.7 15.4 5.2 18.2 3.2
Visual 31.1 5.5 35.6 5.2 34.1 5.2 35.4 6.0

Sequencing:
.

Auditory 31.8 6.0 32.9 5.6 31.8 7.0 34.0 6.8
Visual. 31.7 7.4 34.5 8.1 29.4 6.9 33.7 8.1

Sum of Scaled
Scores 286.8 37.9 325.2 33.9 271.8 38.8 303.8 32.4

Profiles for these scores are presented in Figure 2.
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With only one exception, all experimental group mean scores were
higher than the corresponding mean scores obtained by the comparison
group at the same community. :Tat addition, although at school entry- the
two Cherbourg groups were superior to the two :Balm groups, after
cme year at school the Palm Mslarzd experimental grow:rob:rained generally
higher scores than the Cherbourg comparison group.. in terms of total
scores the rank orderings of the our groups at school entry, and after
ome year at school were:

At school entry After one-:year at school
1. Cherbourg Comparison 1. Cherbourg 'cper ime ntal
2.. CherbOurg Experimental 2. Palm :101:111: Experimental
3. Palm Island Comparison 3 . Chetbauro;-.Conaoar i son

4., Palm Island Experimental

The changes in-mean sormestabr

4 . Pa 1m. Ms.Iand Comparison

the four gpaups- after one year at
sChool are shown in Table-J15:..

TABLE 15: CHANGES IN MEAN ITPA_ SCALED SCORES OF COMRNRISON AND
EXPERIMENTAL GROUPS AFTER ONE YEAR AT SCH80L.

Cherbourg Palm Tiraci
Comp.ij

Group "1

01=3:Ea_

Exptl
Group
(n=35)

Comp.
Group.
(n=32)

aExptl
Gmmuo
(n1=2 E)

Reception:

Auditory 0-8 3.6 2.8 45
Visual -1.1 2.5 -0.5 3:7

Association:
Auditory 4.8 7.4 2.1 6.4

Visual 0.0 7.4 -0.9 5.4

Expression:

Verbal -2.6 5.3 -1.0 8.3

Manual -1.2 2.4 -2.4 3.0

Closure:

Grammatic 0.5 2.9 -1.9 1.9

Visual -2.0 2.5 -0.7 -1.2

Sequencing:

Auditory -3.1 0.1 -1.9 0.1

Visual 0.4 4.0 2.2 5.7

Sum of Scaled
Scores -4.5 37.9 -2.5 38.0
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The table :shows clearly that there was a general pattern o .
improved performances by the experimental groups. Considerat ins
-were made by children in both experimental groups in almost aomry-
subtest, as well_ as on the test as :a whole. The similarity of tt.2 changes
at the two communities are apparent. For both groups areas of -gretEctest
gains included Auditory and Visual Association, Verbal Express and
-Visual Sequencing.

In contrast, the two comparison groups made few gains,,7z
Were recorded on_several of the subtests, as well as on thetent a

whole.

Statistical analyses
* indicated that with the exceptionsVlsual

Closure scores the two experimental groups did not differ-7stgantly
in the degree of improvement recorded. This provided groundis- TiTdoling

the scores of: these two groups for the purposes of further v4F--1-ence
Similarly, statistical analysesindicated that the poolings=ores
for the two comparison groups was justified. Consequently tti,ILLscassion.
during the remainder of this chapter focusses on two groups
rather than four - the combined experimental group scores-annumbined
comparison group scores.

The mean scores obtained at schOoi entry and after one yaft=:-,,,,school
by the combined groups are shown in Table 16. Differences-be'n*Rmer.,tthe

mean scores are also shown.

Summarized results of the 11 analyses are shown in Appendix 1, Table 3.
A discussion of the interpretation of the statistical results :also

included in the Appendix.
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TA-...LE 16: MEANS AND DIFFERENCES BETWEEN ITPA SCORES OBTAINED AT SCHOOL
ENTRY AND AFTER ONE YEAR AT SCHOOL BY EXPERIMENTAL AND COMPARISON GROUPS

Comparison
Group

Experimental
Group

Differences
(After one year -

At entry)

At
school
entry

After
one
year

At
school
entry

After
one
year

...

Comp.
Group

Exptl
Group

Reception:

Auditory 26.7 28.5 25.3 29.3 1.8* 4.0
**

Visual 30.5 28.7 30.4 33.5 -1.5 3.1**

Association:

Auditory 18.9 22.3 17.6 24.5 3.4* 6.9**

Visual 25.8 25.3 24,3 30.7 -0,5 6.9 **

Expression:
Verbal 30.2 28.4 30,5 37.3 -1.8* 6.8**

Manual 33.9 32.1 33.7 36.4 -1.8* 2.7
**

Closure:

Grammatic 18.8 18.1 17.6 20.1 -0.7 2.5**
Visual 34.0 32.6 34.8 35.5 -1.4 0.7

Sequencing:
Auditory 34.3 31.8 33.4 33.5 -2.5

**
0,1

Visual 29.2 30.5 29.2 24.1 1.3 4.9**

Sum of Scaled .

Scores 282.8 279.3 276.6 314.5 -3.5 37.
9**

* p <.05
**

Analysis of the results for the comparison groups showed that there
were gains on three subtests; theSe were significant for Auditory Reception
and Auditory Association. AlthoUgh the results showed losses on seven of
the subtests, only three were significant - Verbal and Manual Expression
and AUditory Sequencing.
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By contrast the experimental group at the end of the year scored

sign icant gains on eight of the ten subtests. Greatest gains were made
in Auditory and Visual Association, and Verbal Expression. The only areas
in which significant imprrement did not occur were Visual Closure and
Auditory Seauencing. These were two of the three subtests on which the
children's performances at school entry were already equivalent to those
of the norming population.

The
contrast
shown in

general pattern of gains made by the experimental group in
to the general pattern of losses made by the comparison group is

Figure 3.

FIGURE 3: THE EXTENT OF DIFFERENCES BETWEEN CHANGES IN COMBINED COMPARISON
AND EXPERIMENTAL GROUPS MEAN ITPA SCALED SCORES AFTER ONE YEAR

AT SCHOOL
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Clearly, the specially designed compensatory program, which
emphasized experience in the language patterns of Standard English, and
provided an enriched learning environment, enabled the experimental group
children to make great improvements in the psycholinguistic abilities
assessed by the ITTA.

In general, the comparison group failed to make progress in most
psycholinguistic abilities during their first year at school. The small
gains in Auditory Reception and Association indicated that the standard
Queensland program effected a small improvement in the children's
comprehension. The unchanged scores on the Grammatic Closure subtest
suggested that there was no improvement in the children's production
of standard English patterns. In addition, the gap was widened between
the children's ability to express themselves in word and in gesture, and
the ability of the norming population to do so.

Since both made greater gains on the Reception and Association
subtests than the Grammatic Closure subtest, it seems likely that it is
easier wit, twelve month's period to improve coMprehension than
production.

Table 17 compares the differences between scores obtained by the
comparison and experimental groups at school entry and again, after one
year at school.
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TABLE 17: MEANS AND DIFFERENCES BETWEEN ITPA SCORES OBTAINED BY
COMPARISON AND EXPERIMENTAL GROUPS AT SCHOOL ENTRY AND AFTER ONE

YEAR AT SCHOOL

At School After One Year Differences
Entry at School Between Groups

(Exptl - Comp)
Comp Exptl Comp Exptl At school After
Group Group Group Group entry one year

Reception:

Auditory 26.7 25.3 28.5 29.3 -1.4 .8

Visual 30.5 30.4 28.7 33.5 -0.1 4.8**

Association:

Auditory 18.9 17.6 22.3 24.5 -1.3 2.2*

Visual 25.8 24.3 25.3 30.7 -1.5 5.4**

Expression:
Verbal 30.2 30.5 28.4 37.3 -0.3 8.9**

Manual 33.9 33.7 32.1 36.4 -0.2 4.3**

Closure:

Grammatic 18.8 17.6 18.1 20.1 -1.2 2.0**

ViSual 34.0 34.8 32.6 35.5 -0.8 2.9**

Sequencing:

Auditory 34.3 33.4 31.8 33.5 -0.9 1.7**

Visual 29.2 29.2 30.5 34.1 -0.0 3.6**

Sum of Scaled
Scores 282.8 276.6 279.3 314.5

*
-6.2 35.2**

* p .05
** p -¢ .01

At school entry there were no statistically significant differences
between the two groups on any subtest. If anything, the experimental
group tended to obtain,slightly lower scores than the comparison group.
A marked contrast was, however, evident by the end of the ftrst year.
The experimental group obtained significantly higher scores on 9 of the
10 subtests as well as on the test as a whole. The exception was the
Auditory Reception subtest. It will be recalled that thiswasone
of the 3 subtests on which the comparison group also made gains during
their first year at school.
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The greatest difference between the groups was in Verbal Expression.
This subtest required the children to examine a small object and "tell"
all about it. It is the content of the descriptions which is assessed,
rather than the grammatical correctness of the sentences. High scores
indicate that many different and accurate descriptions were produced.

Clearly, the experimental children were more able to describe their
observations than the comparison children. This may be attributed to the
emphasis throughout the special compensatory program on encouraging the
children to talk about their experiences.

Other large differences between the groups were found in 4 of the 5
visual-motor abilities assessed by the ITPA: Visual Reception, Visual
Association, Visual Sequencing and Manual Expression. It appears likely
that these differences reflect the greater stimulation provided by the
enriched program.

Although the experimental group recorded a significant gain in a
statistical sense on the Grammatic Closure subtest, this score was still
well below the mean for the norming population. It would appear that
Aboriginal school entrants have already firmly established certain language
patterns which prove resistant to change, at least over a short period of
time. Greater improvement in the production of Standard English structures
may result from a longer exposure to the special compensatory program.

Analysis of the changes in percentages of children i,assing the first
16 items of the Grammatic Closure subtest was again made, to indicate those
structures with which each group was now competent. The percentages of
children giving correct responses to each item are shown in Table 18.
The percentages of the Brisbane school entrants passing each item, which
were reported previously in Chapter 3, are al.1) shown again for comparative
purposes.
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TABLE 18: PERCENTAGES OF COMPARISON AND EXPERIMENTAL CHILDREN GIVING
CORRECT RESPONSES TO ITPA GRAMMATIC CLOSURE SUBTEST ITEMS AFTER ONE
YEAR AT SCHOOL, COMPARED WITH PERCENTAGES OF BRISBANE SCHOOL ENTRANTS

Item
no.

Grammatical
Class

Example

At
school
entry

After one year at school

Bris. Cherbourg Palm Island

(n =33)

Comp.

(n=31)

Exptl
(n=35)

Comp.

(n=32)

Exptl
(n=23)

Regular Markers % % % % %

1 plural** dog - dogs 94 74 96 48 75

5 plural** dress-dresses 94 45 49 3 9

4 present**
....._

to bark -
is barking 85 68 93 45 79

8 possessive belongs to
* John - John's. 79 48 35 12 21

6 past** is opening -
has been opened 70 58 30 12 17

16 super - big - bigger
lative** - biggest 68 29 71 9 37

12 noun is painting -
a painter 48 26 25 21 0

15 com-
parative* big bigger 35 39 30 3 0

Irregular Words

3 possessive hers - his 76 58(6) # 0(90) 48(0) 17i50)

14 quantifier another'-
weren't any 56 7 3 3 0

13 past to eat has
been eaten 15 17 3 6 4

9 past* is writing -7

wrote 9 26 3 9 0

Use of phrases .

2 preposition under - on/a 100 100 100 100 100

10 omitted** going to work

preposition -going home 85 71 98 92 100

7 preposition in it -
for/of milk 73 42 52 56 42

11 preposition in the morning-
,,.., at night 9 6 8 3 4

* p Aboriginal groups ** p < .01, Aboriginal groups

4 Brackets indiCate the percentage of responses` which were the
incorrect
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Inspection of the table shows that after one year at school each
group of Aboriginal children was as competent as the Brisbane non-
Aboriginal school entrants on only one item: the spatial phrase contrast
under with on/up. All groups except the Cherbourg comparison group were
also as competent with the phrase contrast going to work with going home.
In addition all 5 groups of children showed similar lack of competence
with the two irregular past tense constructions has been eaten and wrote,
as well as the time contrast in the morning with at night.

However, as many Cherbourg experimental children as Brisbane school
entrants were competent with the plural -s in dogs, the present
continuous is barking, and the superlative adjective biggest. Moreover,
more Palm Island expelLmental than Cherbourg comparison children were
competent with these syntactic changes. Statistical analyses showed
that the greater numbers of experimental children passing each of these
3 items were significant.*

It is likely that these improved performances by experimental
children at both communities resulted from extensive experience in
listening to, and using, the three constructions, which were all
introduced in the early weeks of the compensatory program.

The statistical analyses also showed that there were significant
differences between the 4 groups of Aboriginal children on 7 other items.
Only 2 of these differences were between comparison and experimental
groups across communities. On the one hand, more experimental than
comparison children were competent with the phrase going home. However,
more comparison than experimental children produced the pronoun hiS in
contrast with hers. It will be recalled that this difference between
groups was observed at school entry.#

Table 18 shows that only 6 and 0 percent of comparison children
tested in 1970 were recorded as producing he's, in contrast with 90 and
50 percent of experimental children tested in 1971. Different testers
assessed the various groups of children in different years. It appears
likely, therefore, that the variation in responses scared as correct
could"be a function of the sophistication of the tester in Aboriginal
pronunciation of English, rather than an indication of real differences
between groups. In addition, it is uncertain whether the word which
sounds like eez should be recorded as his or he's.

* The results of the statistical analyses are shown in Appendix 1, Table 5.

# See Chapter 3, Table 6.
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Four of the remaining 5 differences between groups occurred in
items to which more Cherbourg than Palm Island children produced the
appropriate regular syntactic markers: plural -es in dresses, possessive
-'s in John's, past tense -ed in opened and comparative -er in bigger.
These differences between communities were consistent with previous
findings that, at school entry, more Cherbourg than Palm Island children
were familiar with S.E. structures.

An analysis of the incorrect responses given to the subtest items
was again made, to examine changes which may have occurred in the non-
standard structures produced by the children.* In examining the changes,
it must be remembered that all children attempted all items after one
year at school, while some children did not attempt later items at school
entry.

Consequently, more children at both communities produced painting man
rather than painter. Additionally, more Cherbourg children used weren't
none for weren't any while more Palm Island children used weren't nothing.
Such double negatives involving quantifiers are common in the language
of younger children acquiring S.E.# However, these non-standard patterns
also occur commonly in the adult language at the communities, and therefore
the children may fail to acquire the appropriate standard fora through
lack of experience with it.

Similarly, more children at both communities used gone to complete
the sentence "Now the biscuits have been " In addition, more Palm
Island children tended to use finish(-ed). Research suggests that the
past perfect tense may not be comprehended by average children acquiring
S.E. until they are 6 years old.-1- Since the construction is passive
voice as well, this would seem to make the item even more difficult, and
indeed it seems that many Aboriginal children did not take account of the
passive marker. In producing gone or finished) they seemed to be
completing an active voice construction now the biscuits are gone, in
which the passive have been is replaced by the active are.

*The percentages of children in each group who made the same errors after
one year at school are shown in Appendix 3, Table 3. Changes are
obtained by comparison of these percentages with those shown in Table 1
of the Appendix.

-At e.g. Menyuk, P.- Sentences children use. Cambridge: MIT Press, 1969, p.83.

+ Carrow, Sister Mary. The development of auditory comprehension of
language, structure in children. Journal of Speech and Hearing Disorders,
1968, 33, 99-111.
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However, since the non-standard structures are commonly used
by adults at the communities, it cannot be assumed that the children will
later acquire the appropriate S,E. form is the absence, of experience with
it.

All children's greater familiarity with the requirements of the
subtest is shown in part by the smaller numbers of children who responded
with single nouns in their attempts to avoid constructions which were
unfamiliar a year earlier. There were only 6 children out of 121 who
substituted a noun for a qualifying phrase in item 7, and no child
substituted a noun in response to items 4 and 6.

In summary, the analysis showed that many Aboriginal children still
experienced difficulty with many S.E. structures after one year at school.
However, the compensatory language program was more effective than the
standard Queensland program in improving the children's competence with
plural -s, present tense - and the superlative form -est.

. Development _°f vocabulary

The performances of all children at the two communities on the
Peabody Picture Vocabulary Test (PPVT) and the Enticknap Picture
Vocabulary Test (EPV) were measured after one year at school. Mean scores
and standard deviations obtained by each group on both tests are shown
in Table 19

TABLE 19: MEANS AND STANDARD DEVIATIONS OBTAINED BY COMPARISON AND
EXPERIMENTAL GROUPS ON THE PPVT AND EPV TESTS AFTER ONE. YEAR AT SCHOOL

Cherbourg Palm Island
Comp.
(n=30)

Exptl
(n=35)

Comp.

(n=32)

Exptl
(n=24)

PPVT

Mean 45,1 46.0 45.0 42.5
sd 5.7 4.8 6.3 6.0

EPV

Mean 35.6 36.8 30.9 31.9
sd 5.2 5.6 5.8 5.0
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The PPVT mean scores obtained by the 4 groups of children corresponded
to mental ages of 4 years 0 months to 4 years 7 months, while the EPV
means corresponded to mental ages of 4 years 10 months to.6 years.
These results may indicate that. naming vocabulary development is

in advance of listening vocabulary developmezt This nonsistent
with each group obtaining higher scores on 'che Verbal Expression
subtest than on the Auditory Reception subtest of the ITPA.

Comparison of the mean scores obtained on both the PPVT and EPV tests
shown in Table 19 and Table 8 indicates that significant gains were made
by each group in both expressive and receptive vocabulary during the
first year at school. Nevertheless since the mean chronological age of
each group was 6 years 6 months, it is clear that vocabulary development
still lagged behind that of the norming groups.

Statistical testing showed that there were no significant
differences between the mean scores obtained by the different groups on
the PPVT after one year at school.* This may be partly due to the
unusually high mean score obtained by the Palm Island comparison group

children. Since Form B of the test had accidentally been administered to
these children only a few days prior to the administration of Form A, it
is possible that this mean score is spuriously inflated, thus obscuring
the true relation existing between the different groups.

Statistically significant differences between communities were
found on the EPV test, although there were no differences between groups
within communities.*

If the inflated mean score of the Palm Island comparison group on
the PPVT is set aside, it appears that there was no differential effect
by the standard and compensatory language programs in improving the
children's expressive and receptive vocabularies. This is not surprising,

since neither test invclved the use of the Language structures emphasized

in the compensatory program. However, it appears that both first year

programs were able to effect a greater improvement with Cherbourg than

with Palm Island children.

* The results of the analysis of variance are shown in Appendix 2

Table 6.
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Chapter 6

CHANGES IN FURTHER ASPECTS or ORAL LANGUAGE DEVELOPMENT AFTER ONE YEAR AT

SCHOOL

Evaluation of the effectiveness of the compensatory program reouired
examination of changes in those aspects of language competence assessed
at school entry by the Sentence Reproduction and Oral Completion Tests.
Accordingly, these tests were readministered to the experimental grouts
after one year at school. The comparison groups had also been tested at
the end of their first year at school.

Since no results were available for the comparison g ...nips at school
entry, a direct assessment of the effectiveneCS of the standard

Queenland program in prodUcing changes in the comparison children's
language structures was not possible.

Basic difficulties inherent in oral language testing of young Aboriginal
children

It will be recalled that the Sentence Reproduction and Oral
Completion tests were specially devised to test childrens' proficiency
in selected grammatical structures which are characteristic of Standard
English but tend to be used differently.in the language of many
Aboriginal speakers. Such structures include morphemes which are used
in S.E. to mark grammatical changes, such as a final -s to indicate
plural and possessive nouns, and final -d to indicate past tense of verbs.

It is arguable that many of these morphological differences are
closely connected to phonological differences in the sound systems of
Aboriginal speakers of English. For example, some people display a
tendency not to make a phonological distinction between the vowel sounds
a in hat and the e in pet. Therefore, no sound distinction can be made
in the pronunciation of the singular Man and the plural men.

Consequently, unless the Aboriginal speaker indicates whether he
intends the singular or plural of the noun by using some other grammatical
indicator such as an adjective or plural verb form, it is difficult for
a Standard English listener to determine precisely the speaker's
intention. In other words, unless there are other modifying factors
which give the listener additional clues, there may be difficulties in
communication of meaning between the speaker and the listener.

Such comprehension difficulties may also result from the reductions
in consonant clusters which are frequently made by Aboriginal speakers of
English. As stated before*, these omissions do not affect the grammatical
correctness of language when they occur in the initial positions of words.
* See Chapter 4, p.27
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However, in addition to affecting grammatical accuracy seriously when
they occur in the final positions of words, such omissions may make
comprehension of the Aboriginal speaker's intentions difficult for the
Standard English listener, unless the speaker includes qualifiers to

give the listener additional clues.

In addition to aspects of the phonological system which appear to
influence morphological aspects of the language, there are other
phonological diffrences 7,-9tween the speech of many Aborigines and
speakers of Standard English. *These include rate of utterance, rhythm,

pitch and intonation patterns. The meaning of Aboriginal speech to
Standard English listeners may be greatly influenced by these phonological
differences in addition to the ones described previously. The most
important aspects appear to be that apart from speaking more rapidly,
Aboriginal spoaXers tend to use a different stress pattern in which
approximately equal time is given to all syllables uttered; in contrast,
speakers of S.E. lengthen some and shorten others.

In addition to affecting comprehension of meaning, it appears that
these sound.and pattern features of the speech flow also affect even an
experienced listener's ability to detect phonemic differences which are
closely related to morphological aspects of the speaker's grammatical
system.

The converse is also true. Phonological differences in the rate,
rhythm, pitch and intonation patterns of S.E. speakers may affect the

comprehension of Standard English by Aboriginal listeners.

In the Oral Completion Test situation, the Aboriginal child's
ability to comprehend the tester's S.E. stress and intonation patterns
does not appear to affect his performance on the test greatly. A picture

is provided, and the child is free to produce his own language structures
and rhythms, being constrained only by the content of the pictures and

the cue words.

In contrast, in the Sentence Reproduction Test situation there is an

additional speaking and listening step. The tester speaks the S.E.

structures using S.E. stress, pitch and intonation patterns. These are

heard by the child who must decode and encode the sentence using his own

linguistic system. His actual spoken reproduction is therefore the
result of a listening as well as a production process.

It realised that although the words of the test sentences

are the same if they are spoken by different speakers, there are usually

differences between people in the rates, rhythms, pitches and intonation

patterns of their speech:, This introduces undesirable variations into

the,stithulus situation.
**

Flint, E.H. Aboriginal English: Linguistic description as an aid to

teaching. Enjlish in Australia, 1968, 6, 3-21.
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Since the reproductions made by different groups of children were to
be compared, it was desirable to ensure that the sound patterns as well
as the words presented would be identical for each child on eadh occasion.
Accordingly, consideration was given to pre-recording the sentences.

This was however considered to be not feasible in the light of the
need for close rapport between tester and child and 'the prttsend.,7

distracting stimuli in the Whoa' sce. $1 rx Aaiitionany, since the method
,ed in the test required that each sentence be presented only once, it
was essential that the children be attending when the sentences were spoken.
This was particularly important for those children with a hearing loss,
however mild.

Therefore it was felt that face-to-face involvement with the tester
was necessary to ensure that the children were listening carefully when
the sentences were spoken.

It was necessary therefore to train the testers to standardize the
rate, rhythm, pitch and intonation patterns in their presentations of
the sentences. It was realised that different testers had different
voice sound patterns of the sentences from time to time. However, it was
felt that in the circumstances, this method in Which each sentence was
presented afresh for each child, was the only one available.

In addition to problems with standardizing the stimuli in both the
Oral Completion and particularly the Sentence Reproduction Test situations,'
there were problems in insuring accurate recording of the childrens'
responses.

In the, Oral Completion Test the child is producing free language
using his own syntactical and sound patterns. An experienced tester who
is trained in the phonological and structural differences between
Aboriginal and standard usage of English usually has little difficulty in
recording the childrens' responses accurately, since the meaning of the
response assists in determining its grammatical structure. In addition
if the tester has not heard the response properly, it is possible to ask
the child to repeat it.

However, in the Sentence Reproduction Test, reproduction of sentence
sound patterns is required in addition to reproduction of the words and
grammatical structures. Even the most experienced tester may find great
difficulty in recording accurately the precise words used by the children,
if indeed theY have actually formulated proper words at all. Furthermore,
the test precludes asking the children to repeat their responses.
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Performance.'m the Sentence Reproduction Test

The meaM tumbers cif sentence :reodidaced by each group Without error
were 10.: sw7 .4!';'.4 for t:Aze Cherbourg comparison and experimental aroups
respectively, and 9.3 and 9.5 for the Palm Island groups. Statistical
testing indicated that there were no significant differences-between
these mean scores.1-

Thus the results showed that after one year at school t)/e,,&,: no
overall difference in tAlp ability of cteAldren undeatang the g-rahasArd
and compensatory laotogrume to reproduce sentences expressed in 7tAmmdzrrd

English. Similarly, there was no 'difference between the two comitunth".xies

in the ability of children to reproduce the sentences.

The mean scores obtained by experimental groups after one a.r at

school were higher than those obtained by them at school entr,t-,
Examination of Table 20 indicates that tlae gains. were ,t7if siu{lax nagnitude

for each group, and alt1-1011gh stAtistically significant.

TABLE 20: MEAN SCORES ON THE SENTENCE REPRODUCTION TEST OBTAINED BY
EXPERIMENTAL GROUPS AT SCHOOL ENTRY AND AFTER ONE YEAR AT SCHOOL

Community At school
entry

After one
year at
school Gain

mean
I

sd mean sd

Cherbourg 8.9 2.7 10.4 2.1 1.5
**

Palm Island 7.9 2.8 9.5 1.9 1.6
**

** p .0 .01

The mean score for each group after one year at school was however
still significantly lower than the mean score of 13.2 obtained by the
Brisbane school entrants who were one year younger.* Clearly, each group
of Aboriginal children still experienced difficulty in the reproduQtion
of many sentences.

The percentages of children reproducing each sentence correctly,
shown in Table 21.#

The results of the analysiS are shown in Appendix 2, Table 7.

* The t-values of 5.36 with 57df and 6.31 with 62df for the Cherbourg
analyses. and 6.80 with 59df and 8.39 with 50df for ,the Palm Island analyses
were all significant at the 0.01 level.

# The percentages of Brisbane school entrants passing each item, which
were reported previously in Chapter 4, are shown again for comparative

purposes.
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TABLE 21: PERCENTAGES OF ABORIGINAL CHILDREN PASSING EACH ITEM IN THE
SENTENCE REPRODUCTION TEST AFTER ONE YEAR AT SCHOOL, COMPARED WITH

PERCENTAGES OF BRISBANE SCHOOL ENTRANTS

rtem
no.

Sentence

At

school
entry

After one year at school

BriS. Cherbourg Palm Island

(n=29)

Comp.

(n=35)

Exptl
(n=31)

Comp.

(n=32)

Exptl

(n=23)

I We sleep at night 100 97 98 90 100
9 ',hat is that thing? 100 83 86 90 87

11 Hs might be over there 100 97 95 83 96
8 They don't know my name 100 94 95 90 96

12 Look at that fish in the
water 100 59 46 63 44

2 Mary has a red coat 97 63 72 53 78
3 I want to wear it

i 94 97 95 93 100
6 I'm going to have a drink 94 73 69 57 78
7 He has .anted the tree 94 59 40 57 26
5 That's a little bit- 91 66 92 57 87

10 I saw her with Jean's
apple 91 38 52 30 35

15 Johnny would like to have
a cowboy suit 87 49 43 27 9

14 Will you give me one of
these? 73 69 89 80 91

4 The bad dog ran after the
cat 69 43 40 53 13

13 I fourd three turtle eggs
near his house 38 14 20 7 9

The table indicates that the majority of Aboriginal children
correctly reproduced Sentences 1, 9, 11, 8, 3 and 14 only. Sentence
13 was still the most difficult sentence for each group at both
communities. It was also the most difficult sentence for Brisbane
school entrants.

Considerable variation between groups was however apparent on the
remaining 8 sentences (12, 2, 6, 7, 5, 10, 15 and 4), with the
performance of each Aboriginal group being generally still well below
that of the Brisbane school entrants.
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An examination of errors in the reproductions was made to identify
any changes which may have occurred in the kinds of modifications made
by children in the various groups.* There were no major changes in the
types of errors produced after one year at school. The most frequent
modifications by all. groups were still omissions of syntactical markers
and substitutions of familiar structures from the children's own grammar.
Thus modifications of morphological rules were still more frequent sources
of errors than modifications of sentence structure rules.

The major examples of morphological differences were still the
omission of the final -s marking plural and possessive nouns and
contractions of the copula is. Some omissions of verb tense markers also
occurred. In addition, substitutions of the verbs 'ad /gab for has,
pZanten for planted and sawn for saw occurred. More of these errors were
made by comparison than experimental children at both communities.

One of the modifications of sentence structure rules involved
omissions of parts of the compound verb would Zike to have in Sentence 15.
Children in comparison groups at both communities tended to omit would,
to have or would Zike to, thus simplifying the verb to like or have. In

contrast, most experimental children tended to omit Zike to thus
simplifying the verb to would have.

However, as was the case at school entry, the majority of modifications
of sentence structure rules involved mainly prepositions, pronouns and
determiners. Major examples of these modifications included the omission
of with in Sentence 10, substitution of in for near and 'e for his in
Sentence 13, smission of the determiners a and the and the substitution of
a for the and da for a in. Sentence 12, 6, 7, 5, 15 and 4.

As was mentioned previously, several testers were used, to assess
the children. One team tested the experimental groups at school
entry and the comparison groups after one year at school; another
team tested the experimental groups after their first year at school.
Inspection of Table 2 in Appendix 2 shows that different patterns of
errors were recorded by the two testing teams.

Analysis of the errors recorded in connexion with reproduction of
Sentences 12, 7, 4, 13, 10, and 15 makes this point clear. Table 22
shows the relevant data.

* A detailed listing of the percentages of omission, substitution and
redundancy errors made in the various grammatical classes is shown
in Appendix 3, Table 2,
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TABLE 22: PERCENTAGES OF COMPARISON AND EXPERIMENTAL CHILDREN MAKING
PARTICULAR ERRORS IN SELECTED ITEMS OF THE SENTENCE REPRODUCTION TEST

Sent.

no.
Error

Cherbourg Palm Island

At
school
entr

After one
ear at school

At
school
entr

After one
ear at school

Exptl
Group

Comp.

Group
Exptl
Group

Exptl
Group

Comp.

Group
Expt
Grou

12

7

4

13

10

15

da subst for that 23
7

3

23

20

0

20

12

0

31

0

0

14

21

0

35

3

3

26
14
26

49

20
29

66

20

32

4

0

0

0

35
4

44

20

22

7

0

7

13

7

7

57

17

10

26
17

26

61

39

52

83

26

61

_.....

a subst. for that
a subst. for the

a subst. for the

first the omitted
run subst. for ran

'e' subst. for his

with omitted

like to omitted

* Tested by second team of testers

The table shows that in almost every case the percentages of
experimental children recorded as making each error after one year at
school exceeded the percentages of those same groups at school entry,as
well as the percentages of comparison children making the error after
their first year. Thus the overall numbers of errors made by the
experimental children greatly exceeded the numbers of errors made both
by themselves at school entry, and by the comparison children after one
year at school.

Unless one is prepared to accept that the experimental program led
to an increase in errors of these types by the children, one is forced
to conclude that the results are a reflection of variations introduced
by different testers.

Consideration of two of the sentences illustrates the problems
involved in recording responses to a/Sentence ReprodUction Test.
Sentence 4 reads: The bad dog ran after the cat. A Standard English
speaker would tend to say the sentence with short and long stresses,
whereas an'Aboriginal speaker may reproduce it as 0 Bad dog ran(run)
af' 0 to cat in which each syllable occupies approximately the
same time.
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The tester may experience difficulty in deciding whether the child
has said ran or run. This may be pattly because the verb occurs in an
unstressed syllable in the presentation of the stimulus. As it may be
difficult for the child to interpret whether the tester said ran or run,
he may produce a compromise sound half-way between the two vowel sounds.
Alternatively, there may be no difference between the two vowel sounds in
the child's phonological system, and so for a different reason he may
produce a sound which is half-way between ran and run. In either case
one tester may decide the child said ran and another may decide the response
was run.

Similarly the recorded omission of the first article the may result
from different causes. Again, the article occurs as an unstressed syllable
and the child may be unsure what the tester said. Sortie children tend to

precede their response with an almost imperceptible neutral vowel. This
may not have been heard by the tester, or may not have been thought to be
part of the child's response.

Additionally in the -child's reproduction of after the cat as
af' 4 to cat, the listener has to decide whether indeed the second
syllable in after has been reproduced correctly'and the article omitted or
whether the article has been reproduced correctly and the second syllable
of after omitted.

In Sentence 12: Look at that fish in the water the problems are
slightly different. The children tend to reproduce this sentence as
Lookeda fish ina water. Since the children tend to run the words together,
and the tongue positions for articulating t and th in at that, and n and
th in in the tend not to change, it is again almost impossible to distinguish
whether the children have reproduced the phrases correctly or not.

Although statistical results on this test have been reported both for
performance at school entry as well as after one year at school, it seems
apparent that the scores obtained by the children depended partly on the
particular tester who conducted the test.

The results have been included in the report because it was only after
different testers had been used, that the pervasive influence of the S.E.
testers' own linguistic systems were realised.

As described in the introduction to this chapter, at least two major
sources of variation may be introduced by the tester. On the one hand
variation in the sound patterns of the stimulus sentences was possible.
Therefore, in spite of attempts to train all testers in their presentation
of the sentences, it may be that the second team of testers introduced some
systematic change in rate, rhythm, pitch or intonation which influenced the
children's hearing of the sentences and consequently affected their
reproductions.



- 58 -

In addition, variation in interpretation of the children's responses
was possible. That is, the responses may not have changed but the second
team of testers may have recorded the responses differently.

It may be that the rhythm and intonation patternz of the children's
reproductions were some composite ofthe original S.E. with Aboriginal
patterns superimposed or intermingled. This composite may add to the
testers' already difficult task of determining from the sentence sound
pattern precisely what the words produced by the children actually were.

In this study it was n. ..t possible to ascertain whether the differences
found between the groups resulted from variation in the testers'
presentations 6f the sentences, thereby changing the test requirements for
the children, or whether the differences resultedfrom differences in the
listening skills of the testers.

This situation clearly raises basic problems which attend research into
the oral language of Aboriginal children. Other research* has indicated
previously the iMportance of differences in listening and production
cOmpetence for communication between speakers of standard and non-standard
forms of English. The results reported in this study also contain a warning
for.research workers who are using a sentence. reproduction technique to
examine grammatical differences with different grOups; such workers need
to be alert to real and apparent differences. Unless persons undertaking
testing are sensitive to the various characteristics of the types of language
typically used by the ohildren, as well as to characteristics of their own
language usage, they may be unaware of the'subtle; but nevertheless
fundamental, differences which phonological as well'as grammatical features

si.tuationwould also-be tx6e for-teachers and other S.E. speakers
communicating with Aboriginal childrenin various circumstances.

Performance on the OraZ.Completion Test

The Oral Completion Test examines the children's ability to produce
language in contrast to the ability to reproduce language. It will be
recalled that the phonological problems disCussed in the previous section do.
not appear to influence the tester's recording of the children's free
productions to any marked degree. In fact; examination of the records of
the two teams of testers who assessed the comparison and experimental
children indicated that the variations in errors foUnd on the Sentence
ReprOdaction Test did not occur.. Itwasconsidered that.confidence may be
Placed in the results, and consequently analyses of thsse results on the
Oral Completion'Test are presented without qualification.

Halle, M and Stevens, K. Speech recognition: a model and program for
research. In J.A. Fodor and J.J. Katz, The Structure of Language :. Readings
in the PhiZosophy of Language. Inglewood N.J.: Prentice-Hall, 1964.

Troike, R.C. Receptive Competence, Productive Competence and Performance.
Monograph Series on Language.and Linguistics, 1969, 22, 62-73.
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The mean number of correct single words following the cue words given
by each group were 10.4 and 17.1 for the Cherbourg comparison and
experimental groups respectively, and 8.3 and 10.9 for the two Palm Island
groups.

Statistical analysis showed that these means were significantly
different, both between communities as well as between groups within
COmmunities.* The differences were primarily the result of the remarkably
high.scores obtained by the Cherbourg,eXperimental children after one year
at school. The mean score obtained by this group was statistically different
from the mean scores obtained by all other groups. The other means did not
differ significantly from each other.#

Statistical analysis also showed' that each-experimental group recorded
significant gains after one year at school. These are shown in Table 23.

TABLE 23: GAII&IN.00RRECT RESPONSES FOLLOWING CUE WORDS IN ORAL
COMPLETION TEST BY EXPERIMENTAL GROUPS AFTER ONE YEAR AT SCHOOL

Community

At
school
entry

After one
year at
school

Gain

mean sd mean sd.

Cherbourg 5.9 3.8 17.1 3.9 11.2**

_Palm_IsLand, 2..1___. 1.3_. 10..9 _3.7 _ ...8.e.!.

** D < .01

It is apparent froM the table that the experithental groups made
very substantial gains during the year, the Cherbourg gain being quite
outstanding. It will be noted that the Cherbourg experimental group
gained an increase of 11.2 items on a 21 item test.

It seems reasonable to conclude that th& special compensatory
program was largely responsible for the experimental children's markedly
increased facility in the production of. S.E. structures after one year
atschcol. However, although the mean score of 17..1 'by the Cherbourg
experimental group had narrowed the gap considerably, it was apparent
that the mean score of this group as well as, the other three groups was
still significantly lower than the mean score of 19.7 obtained by Brisbane
school entrants.+

* The results of the analysis are shown in Appendix 2 Table 7.

# The results of the analyses are shown in Appendix 2, Table 8.

The results of the analyses are shown in Appendix 2, Table 9,
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The percentages of children producing correct responSes in eachgrammatical class are shown in Table 24. The percentages of Brisbaneschool entrants correct in each class, which were reported previouslyin Chapter 4, are shown again for comparative purposes.

TABLE 24: PERCENTAGES OF ABORIGINAL CHILDREN PRODUCING CORRECT RESPONSESTO FOLLOW CUE WORDS IN ORAL COMPLETION TEST AFTER. ONE YEAR AT SCHOOL,
COMPARED WITH PERCENTAGES OF BRISBANE SCHOOL ENTRANTS

Grammatical
Class

Syntactical
Form

At school
entry

After one year at school

Bris. Cherbourg Palm Island

(n=31)
Comp.
(n=30)

Exptl
(n=35)

Comp;
(n=32)

Exptl
(n=24)

% % % % %

Regular noun Plural s 100 87 95 23 50
Prepositional
phrase Preposition 90 70 93 77 92
Verb Present

continuous
is v + ing 95 44 80 32 55

Copula is/are 87 54 91 47 50

.._ . ,,......Present has/, ---
has got 84 25 20 13 17

Past fell/has
fallen 68 70 72 31 37

Future will+
....,

---:.,.-

verb 90 7 A9 16 21

The table shows that, after one year at sc?lool, the Cherbourg
experimental group was as competent as the Brisbane school entrants on all
items except the present tense has/has got and the future tense wiiZ+verb.
The other groups were considerably less competent.

More experimental than comparison children at both communities were
competent. with the production of the plural -s, the two prepositions,
and the present continuous tense is verb+ing. The results were
consistent with the changes in ITPA Grammatic Closure subtests scores
after one year at school which were discussed in Chapter 5 and may be
largely attributed to the compensatory program.
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In addition, more Cherbourg experimental children than children
in the other three groups were proficient in, the production of the copula

is and the future tense WiZZ+verb. While the increase in facility with
the copula was expected, the increased faCilitywith the auxiliary wiZZ

was unexpected since the structure was not emphasized in the special

progm.

Differences between the two communities which were present at school
entry still existed after a year at school. More Cherbourg than Palm
Island children in corresponding groups were competent with the plural

-s and past tense fell. Significant differences between communities
were also obtained in the use of the verb is both as an auxiliary and as

the copula.

As was found at school entry, the majority of errors in verb forms

made by children after one year at school involved omission of words

and grammatical markers. In fact, with the exception of the Cherbourg
experimental group, over 40 percent of verb form responses made by
Aboriginal children were errors of this kind.. Table 25 shows'the
percentages of children making these errors with the different verb forms

after one year at school.

TABLE 25: PERCENTAGES OF COMPARISON AND EXPERIMENTAL CHILDREN OMITTING
VERB FORMS IN ORAL COMPLETION TEST AFTER ONE YEAR AT SCHOOL

Verb form
repaired

Omission
--Of.

Example Cherbour Palm Island

Comp. Pclo-tr. Comp. -85c1D'Er

(n=30) (n =35) n=32) (n=24)

Present
continuous
is/are v + ing

Auxiliary is/ He 4) eating

He t eat

47

2

10

0

53

15

45

2

are
Auxil.-is/are
+ ing

Copula is/are is/are She sick 27 11 22 43

Present has/ Auxiliary has She 4) got

four
She t four

37

22

33

1

45

5

58

0
has got

has/has got

Irregular past
fell

Past tense
marker

She fall 47 33

Future will Auxiliary will He 4 drink
it

83 11 75 33

+ verb
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The table shows that the only important nonstandard usage by
Cherbourg experimental children was got for has/has got. There is
evidence that got may J used in place of has/has, got even by 7 year
old children who are acquiring Standard English. However, its usage
by many Aboriginal children in all groups, seems to result from the
frequent usage by many Aboriginal adults of got alone.

The table shows that more than 40 percent of the Palm Island
experimental group after one year at school still omitted is, both
as an auxiliary and as the copula. This was in spite of the emphasis
on this verb in the compensatory program. Since the omission of is
occurred in sentence structures used very frequently by the children,
usage of this formrappears relatively resistant to change. It is
hoped that an improvement similar to that achieved by the Cherbourg
children may be evident after the children have participated in a
compensatory program for a longer period.

Analysis was again made of the phrases given after the single
words to complete the sentences. The mean numbers of completions and the
mean numbers of correct completions are shown in Table 26. The mean
numbers of completions given by Brisbane school entrants, which were
reported previously in Chapter 4, are shown again for comparative purposes.

*
Menyuk, P. Sentences Children Use. Cambridge: MIT Press, 1969.
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TABLE 26: MEAN NUMBERS OF COMPLETIONS GIVEN TO ORAL COMPLETION TEST BY
ABORIGINAL CHILDREN AFTER ONE YEAR AT SCHOOL, COMPARED WITH MEAN NUMBERS

GIVEN BY BRISBANE SCHOOL ENTRANTS

At
school
entry

After one year at school

Bris. Cherbourg Palm Island

(n=31)

Comp.

(n=30)

Exptl

(n=35)

Comp.

(n=32)

Exptl

(n=24)

Mean number of completions 18.6 18.8 19.8 19.4 20.2

Mean number of correct
completions 17.2 13.5 16.1 10.5 12.0

' Noun phrase 4.1 3.4 3.7 2.4 2.1

Mean
number of
correct
completions
containing:

Prepositional phrase 7.6 5.2 7.8 3.5 4.6

Subtotal for phrases 11.7 8.6 11.5 5.9 6.7

Particle 2.5 1.7 1.8 1.5 2.3

Pronoun 0.2 0.3 0.9 0.3 0.1

Adverb 0.1 0.4 0.1 0.2 0.9

Adjective 1.6 1.8 1.6 1.6 1.8

Impersonal pronoun 0.9 0.6 0.1 1.0 0.1

Subtotal for words 5.4 4.8 4.5 4.6 5.2

After one year at school, each Aboriginal group was as fluent as

the Brisbane school entrants. The increases in the number of completions,
particularly by the Palm Island children in both groups, occurred partly
because the children had overcome the difficulty shOwn at school entry
with, sentences beginning with it. In addition, there was a reduction in

the number of children not responding at all to some items.

The table shows that Aboriginal children in all groups tended to make

many errors in their responses. Statistical analyses* showed, however,

that experimental children at both communities produced significantly more

correct completions than children in the corresponding comparison groups.

In addition Cherbourg children in both groups produced significantly more

correct responses than Palm Island chileren. This was consistent, with the

results at school entry.

The results of the analyses are shown in Appendix 2, Tables 7 and 8.
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Again the highest scores were obtained by the Cherbourg experimental
children. Their mea,n.score was significantly greater than those obtained
by all other groups. Additionally, the mean was not significantly
different from that obtained by the Brisbane 5-chool entrants.

Table 27 shows the gains made by each group after one year at school.

TABLE 27: GAINS IN CORRECT COMPLETIONS TO ORAL COMPLETION TEST BY
EXPERIMENTAL CHILDREN AFTER ONE YEAR AT SCHOOL

Community

At
school
entry

After one
year at
school Gain

mean sd mean sd

Cherbourg 12.7 3.6 16.1 3.1 3.4
**

Palm Island 8.7 2.9 12.0 2.1 3.3 **

** p .01

The table shows that the gains made by the two experimental groups
were of similar magnitude and statistically significant.

Details of the different types of words and phrases prodUced by the
various groups to complete the sentences were given in Table 26.
Examination. of the table shows that, after one year at school-, the
-C'ilerbeurg 'experiment-ea-group produced-.sitrilar proportions-of' the-
different response categories to the Brisbane school entrants, as well
as a similar number of correct responses.

Comparison of Table 26 and Table 13 in Chapter 4 shows that the
most remarkable improvement for all groups of children was in the
increased number .-.)17 .7orrect prepositionalphrases produced. For the
Cherbourg childrelf this was associated with a drop in the number of
single adverbs given as completions.

Reference to Appendix 1 shows that the test contains 6 questions
commenced by where which require a locative phrase as the response. At
school entry there was a tendency for children at both communities to
respond with the single adverb there, often accompanied by a pointing
response. After One year at school most children in all groups attempted
to form prepositional phrases, which allowed their use of preposition's,
determiners and pronouns to be examined. For example, in response to the
question Where is.the toothbrush? the sentence It is in re 'and tended
to be given after one year at school, rather than It (1) there.

* The results of the analysis are shown in Appendix 2, Table 8.
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This change appeared to represent an increased elaboration of the
ei7drenrs Language systems, allowing greater specificity in their
responses. It also allowed more 17portunities for errors to be made.

It will be recalled that a phrase was only counted as correct if
it was produced entirely without error. Consequently, the differences
between the groups in the number ofcorrect responses appear to have
resulted primarily from differences in the correctness of their usage
of prepositions, determiners and pronouns.

Examination of the errors indicated that, after one year at school,
substitution of inappropriate pronouns accounted for half the errors
made by each group of children. In'fact, the substitution of he/re for
his and also for her accounted for one third of these errors for each
group. Adaitionally, some Palm Island children tended to substitute rim
for her while some Cherbourg children tended to use the for his.

In addition, many children in all groups interchanged the prepositions
on and in, and also used both prepositions in contexts where near would
have been more appropriate. Also some Palm Island children in both groups
also tended to use the articles a and the when the indefinite quantifier
some was required.

However, children in experimental groups at both communities tended
to make fewer omissions of prepositions and determiners-after one year
at school, while there was no apparent change in the number of these
errors made by comparison children.

----Ournmary--of perfermance- -the -two -teste-

It will be recalled that at school entry, reproduction of sentences
containing S.E. structures appeared to be an easier task for Aboriginal
children than tlie,production of those structures. After one year at
school it appeared that gains made by the experimental children in the
reproduction of sentences were small. Subsequent examination of the errors
recorded by different teams of testers highlighted basic difficulties in
the testing of.Oral language reproduction by young Aboriginal children.
These problems pointed to the:fundamental role which phonological as well
as morphological differences play in the, perception of the language by
speakers of different forms of English.

These difficulties did not appear to be so critical in the language
production situation. Consequently confidence was placed in the testers'
recordings of the childrenst controlled language productions.
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All groups made significant gains after their first year at school.
However, children at both communities who participated in the compsatory
program made greater gains than did children who received the standard
program. The structures with which significantly more experimental
group children were competent included the plural -s, the verb is both
as an auxiliary as well as the copula, the production of appropre
prepositions, and the auxiliary Will in a future tense verb,

It will also be recalled that, at school entry, more Cherbourg than
Palm Island children were competent in the production of S.E. structures.
This relationship between the performances of children at the two
communities was maintained after, one year at school. Cherbourg children
in both experimental and comparison groups still tended to produce more
correct S.E. structures than did Palm Island children in corresponding
groups.

In addition, the gains made by each group of experimental children
were generally of similar magnitude. After one year at school the
performances of many Cherbourg experimental children were indistinguishable
from those of Brisbane school entrants; However, since fewer children
tended to be competent with Standard. English at school entry, many Palm.
Island children still had much to acquire'before they would be as competent
with some S.E. structures:

In general, for children in all groups, school experience appeared
to increase their familiarity with Standard English, and lead to an
increased

elabor,ptionin_their_iisemf_language,--Howeverr-it7was-e-lear ---
that many children receiving the standard program continued to express
themselves in the language structures spoken by the adults in their
community.

In Contrasti it was encouraging to find so many Cherbourg
experimental children who not only gave more elaborated responses but also
were accurate in their use of S.E. structures. It was also encouraging
to find some Palm. Island children who were also using. S.E. structures,
competently. It is hoped that with more experience with the compensatory
program, the remainder of the group will become proficient with Standard
English.
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Chapter 7

ASPECTS OF SCHOOL ACHIEVEMENT AFTER ONE YEAR AT SCHOOL

Unlike thestandard.program undertaken by the 1969 entrants to schoo2,
the special program undertaken by the 1970 entrants did not emphasize the
acquisition of reading skills and other goals characteristiC of a
traditional first year program. These were secondary considerations.
The main emphasis throughout the year was on developing competence in

oral language. Concurrently, attempts were made to develop an
understanding of the funotion of .printed material in communication as

well as creating a generally favourable attitude towards reading.

Specific instruction in reading alone.was not included. Such instruction

as was included was an integral part of the child's language experiences.

It was not expected that the children, after the short 26 week

program, would achieve at high levels when assessed by traditional school

achievement tests. Nevertheless, assessment of some areas of school

achievement was considered warranted. The school achievement tests
previously described in Chapter 2 were accordingly administered to each
group at the completion of their first year at school.

The mean scores obtained by various groups of children on the
different tests are shown in Table 28.

TABLE 28: SCORES ON ACHIEVEMENT TESTS OBTAINED BY VARIOUS GROUPS AFTER
ONE YEAR AT SCHOOL

Test

Cherbourg Palm Island

Comp.
(n=30)

Exptl.
(n=36)

Comp. Exptl.
(n=24)

mean. sd. _mean sd mean ed
-!---

Hull Word Recognition Test 3.5 5.0 6.1 4.1 4.5 4.1

Number Test 4.3 2.4 6.7 2.6 5.1 2.3

Program Word Recognition
Test N.A. 7.8 2.5 N.A.* 6.5 3.0

Program Sentence

Recognition Test N.A. 19.0 6.6. 11.0 8.2

Boehm Test N.A. 32.8 5.4 25.6 6.3

* N.A. = not administered
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Results were available for both experimental groups on all of the
tests. Comparison aroup results were available on only the Hull Word
Recognition Test and the Number Test for the Cherbourg group.

Performance on word and sentence recognition .tests

The highest mean scores on the three tests involving word and
sentence recognition (Hull Word Recognition, Program Word Recognition,
Program Sentence Recognition) were recorded by the Cherbourg
experimental group. Both experimental groups, moreover, obtained
higher mean scores on the Hull Word Recognition Test than did the
only comparison grou7 for which'information is available.

Statistical testing showed that children in the Cherbourg
experimental group were able to read significantly more words on- the Hull
Test than both the Palm Island experimental and Cherbourg comparison
group children.* The difference between the mean scores of these latter
two groups was not significant.

Although the compensatory program did not specifically nor primarily
attempt to develop word recognition skills of children during their first
year at school, it is of considerable importance that the children who had
undertaken that program could recognize-more words at the end of their
first year at school than could the children from Cherbourg who in the
previous year had undertaken a standard program.

Examination of the distribution of scores obtained by the three groups
on the Hull Word Recognition Test reveals a most interesting situation.
The Cherbourg comparison group after a year at school contained a large

---..prGpor=li.sln-af children wh5..-ifd-ildd tc score-on -the-te.--
illustrated in Figure 4.

FIGURE 4: DISTRIBUTION OF SCORES ON HULL WORD RECOGNITION TEST FOR
CHERBOURG COMPARISON GROUP AFTER ONE YEAR AT SCHOOL

Group n = 32
Mean

R.A.

6 yrs.

0 2 4 6 8 10 12 14 16 18

Test Scores

The results of the analyses are shown in Appendix 2,Tables 10 and 11.
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One-third of this group were unable to recognize one word on the
test after a year at school, in spite of the fact that during that year
considerable efforts were made in a formal sense to teach reading. Only
one-third of the children were able to read 3 or more words.

In contrast, the distribution of results for the two experimental
groups showed much greater proportions of children scoring higher results.

FIGURE 5: DISTRIBUTIONS OF SCORES ON HULL WORD RECOGNITION TEST FOR
EXPERIMENTAL GROUPS AFTER ONE YEAR AT SCHOOL
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Only one child at Cherbourg failed to read any word and almost 90%
were able to read 3 or more words. More than 60% of the Palm Island group
read 3 or more words,', twice the proportion for the Cherbourg comparison

group.

Statistical testing showed that there was no significant difference
between the Cherbourg and Palm Island experimental groups in their
recognition of the 10 program words.*

However, the difference between the two experimental groups in their
reading of the program sentences was significant.* This seems to be
because more Cherbourg than Palm'Island children recognized the complete
language units contained in the sentences.

* The results of the analysis are shown in Appendix 2, Table 11.
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The children appear to have frequently recognized some part of a
sentence and then constructed a sentence to include the part they had
recognized. For example the sentence Daddy is a man'may have been read
as Daddy is a working or Daddy is a tall by some children.

Other errors appear to have occurred through the intrusion of the
children's original language structures. For example, That's a car
may have been read as They a car. Alternatively, language structures
acquired during the first year at school may have intruded in
inappropriate contexts, so that, for example, the sentence I'm going to
school'was read as I'm am g6 .ng to school.

Performance on the mathematical tests

Results were available for three groups on the Number. Test.
Statistical testing of the scores obtained on the Number,Test showed
again that the Cherbourg experimental group children were more
proficient than children in both the Cherbourg comparison and Palm
Island experimental groups.* There was no difference between the
scores obtained by the latter two groups.

The distribution of the scores obtained by each group are shown
in Figure 6. The mean score obtained by a group of 36 Brisbane children
from a lower socioeconomic area at the end of their first year at school
is also shown for comparative purposes.

FIGURE 6: DISTRIBUTIONS OF SCORES ON NUMBER TEST FOR CHERBOURG COMPARISON
GROUP, COMPARED WITH THE EXPERIMENTAL GROUPS
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* The results of the analyses are shown in Appendix 2, Tables 10 & 11.
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While only 6 percent of the Cherbourg comparison group obtained scores
of 9 or 10 on the 10 item test, approximately one third of the
corresponding experimental group obtained these scores. Nevertheless the

mean score for that group was significantly below that achieved by the

Brisbane group.

The Boehm Test of Basic Concepts assesses children's.knowledge of
many of the terms commonly used in day by day communication as well as
in stating mathematical relationships.

The test was administered to the two experimental groups at the
end of their first year at school. The Cherbourg group was competent
with significantly more* of the items than was the Palm Island group.

The CherboUrg group in fact obtained a mean score similar to that
Obtained by the low socioeconomic Grade 1 children of similar age who
comprised part of the norming population for the test.

The mean score of the Palm Island group was similar to that

obtained by the corresponding low socioeconomic group aged one year
younger.

An analysis was undertaken to compare the relative difficulty levelS

of the 50 items for both groups of Aboriginal children and for the low

socioeconomic Grade 1 norming group. Difficulty was defined

in terms of the percentage of children who passed the item. Least

difficulty was defined at 75-100% passing, moderate difficulty as 50 -74%

passing and greatest, as less than 50% passing. The comparison is shown

in Table 29.

* The results of the analysis are shown in Appendix 2, Table 11.
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TABLE 29: COMPARISON OF DIFFICULTY LEVELS OF BOEHM BASIC CONCEPT TEST
ITEMS-FOR ABORIGINAL AND AMERICAN CHILDREN OF SIMILAR AGE

Difficulty level
for Aboriginal
children

Difficulty Level for Norming Populationl

Least Moderate Greatest

Least

nearest st*
inside next to(C)
through corner (C)
around half(gone)(C)
middle over (C)
top widest (C)

some(not many)
almost(empty)
after
different

above second(C)
not first

, or last(C)
.i,

zero (C)
centre (P)

Moderate

several away from*
every between (C)
behind farthest(C)
in a row next to (P)

corner (P)
half (gone) (P

over (P)
widest (P)

side never*
separated
right centre(C)

few (C)

other (C)
second(P)
not fiist
or last(P)
zero (P)

forwards
, (C)

Greatest

whole between(P)
farthest(P)

,

:,17=elow

beginning
as many-
as*

two alike few(P)
matchet other

(P)

left
always

medium-
sized third

pair in

order*two
equal least*

skip forwards
(a box) (P)

1 'Low socioeconomicilevelGrade 1 children at beginning of the year
* 20 percent more Cherbourg than Palm TSland children passed iteti
C =.Cherbourq:childrenonlY=
= Palm' IslandChildreh only
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Those concepts shown in the cells of the table along the diagonal

running from upper left to lower right were of equal difficulty for .

Aboriginal and norming groups as indicated. The concepts in the cells

above the diagonal were those with which more Aboriginal than norming

children were competent while those listed below the diagonal were those

with which fewer Aboriginal children were competent.

Most children in all groups knew the spatial concepts in the test.

Exceptions to this were the difficulties shown by Aboriginal children at

both communities with the terms below and left. In addition, Palm Island

children were not able to indicate, between, farthest and forward.

The majority of the quantity terms in the test refer to discrete

number rather than continuous quantity. Children in all groups knew

most of these terms, but all had difficulty with pair, two equal and

least, In addition, AbOriginal children at both communities experienced

difficulty with the time concepts beginning and always, and the

correspondence terms matches and tWo alike, Palm Island children also

had difficulty with other.

However, the table shows that the experimental children at

both communities performed at the same level as American children

of similar age and circumstance in many conceptual areas.

Summary:

The special compensatory language program which was implemented for

the latter 26 weeks of the school year emphasized the development of the

individual child and his motivation prior to emphasizing achievements

expected by traditinal first year programs.

Nevertheless it was clear that the children had nade -more prcgress

in both word recognition skills and number concepts than had children

receiving the standard program-. Wti..lethe -mean levels of achievement

attained bY,theeXperimental Children were still below those attained

froMaVerage Queensland first grade,children'it-was encouraging to find

so many indiv.§.dual children, particularly, n the,Cherbourg group, who

were performing at levels which clotely approximated-:Queensland averages,

Acorollary of this improved performance was that the majority of

experimental children experienced a feelingof success in being able:

to read some words, however few,- and in being able to solye some of the

number problem. This contrasts withthe;frequent feelings-of failure

and frustrations experienced by to man1(.Of the comparison children during

their year Thus:the compensatory program was clearly

successful in:loothjts tangible aspects as measured by appropriate tests

as wellatitt intSrigible,aspects for Which)71O formal testing seemed

applicable
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Chapter 8

REVIEW

The language competee of Aboriginal school entrIn1":s

Psydholinguistic testing of Aboriginal school entrants revealed
strengths and weaknesses. In general, scores were higher on tests
which involved non-symbolic stimuli than on tests which required the
manipulation of words and symbols. However, the children appeared to
have less difficulty with tests using visual symbols or pictures than
with those using auditory symbolS or words.

. The children were able to express themselves relatively well in
gesture, and to a lesser degree in single words,. However, they
experiended considerable difficulty with comprehension of either single
words or words in sentences. More Palm Island than Cherbourg children
experienced these difficulties.

Two major factors appeared to influence this situation. Firstly,
the children's preschool environments were relatively impoverished in_
material terms. They had a limited experiential.background in the
methods and materials used in the testing procedures, and consequently
tended to lack the necessary skills and concepts to perform well on the tests.

However, the predominant influence appeared tn stem from the
children's acquisition of an oral language code in which both structural
and phonological patterns were different from those of Standard EngliSh.
Comparative analyseS of Aboriginal and Brisbane school entrants'
'reproduCtions and productions of some :Standard English language structures
indicated some differences between the oral language codes of the two
communities and Standard English.

It is recognized that the various testing situations explored only
a limited range of possible grammatical constructions and 7r)cabulary.
For example, no attempt was made ,to examine competence with conjunctions,
However, the consistency of the differences obtained: in both
reprodUction and production contexts enabled some important conclusions
to be drawn.

Firstly, Briobane 5 year old children have generally acquired
competence with the regular features of Standard. English. They can apply
the appropriate morphemes which mark plural and possessive nouns and
superlative adjectives. They can inflect verbs to produce the appropriate
present, present continuous and past tense forms of regular verbs. They
can use the auxiliary verbs is and are, has, !will and do to produce compound
verb forms. They are competent in the use of personal pronouns, definite
and indefinite *articles and appropriate prepositions. In general, they
use adjectives and prepositional phrases to 41aborate their statements.
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There are no doubt many features of Standard English, such as
irregular plural noun and past tense verb forms, which these children

have yet to acquire. However, it is clear that at school entry they
are at ease with the language of instruction and should have little
difficulty in communication, both in terms of comprehension of what is
said in the classroom, and in tetras oF making themselves understood.

Secondly, Aboriginal school entrants have also successfully
acquired competence with the features of the language spoken by the adults

in their community. However, while this language code is not very
different from Standard English for some Aborigines, it is clear that

there are many important differences which influence the language

structures acquired by many of the children. Thus, while some children,
particularly at Cherbourg, were familiar with a number of the Standard

English structures, there were many children, particularly at Palm Island,

who were not.

Characteristically, the language spoken by many Aborigines tends .

to be less elaborated than Standard English. It is a face-to-face language

which tends to rely a greatdeal on contextual cues and intonational

inflection's to make the distinctions which are marked by morphological

and structural changes in-Standard English grammar. Consequently the

structures.used by many Aboriginal school entrants tend also to.be less

elaborated than Standard English structures. The predominant impression

is one of omission of essential distinguishing grammatical markers. For

example, morphemes which mark plural and possessive nouns and comparative

and superlative adjectives are in general not applied.

In addition, verbs tend not to be inflected to ficm present tenses,

past participles and past tenses. The auxiliary verbs have,will and
do tend to be omitted, as well as all present tense forms ofHthe verb

to be both as an auxiliary and as the copula-. Infinitive constructions

also tend not to be used.

Prepositions and articles frequently tend to be Omitted or used

inapprOpriately. No distinctiontends to be made between masculine and

feminine personal pronouns, and the pronoun he may be used generally for

ruminative, possessive and 'object -e cases of both genders, as well as

for inanimate objects.

The children experience difficulty in reversing the usual active

sentence word order of doer, verb andreceiver, and thus find it

difficult to begin a sentence with the impersonal They also

tend to use short sentences, with few qualifying adjectives, and to use

simple adverbs ratherthan prepositional phrases as modifiers.
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All these differences irta to make communication difficult
for the children in the classroom. Their comprehension of the language
of instruction may be-limited by their unfamiliarity with the Standard
English spoken by the teacher. Their restricted language code may make
it difficult for them to express themselves clearly to make themselves
understood by the teacher.

Equally important, since the influence of the children's own grammar
is so pervasive, the differences may make it difficult for them to acquire
many necessary skills and concepts. For example, without the morphemes
to mark comparative and superlative adjectives, they may experience
difficulty in acquiring and expressing size concepts. Lack of facility with
the then ..." sentence structure may hinder developalent of logical
reasoning.

Additionally, it seems reasonable to assume that young children wIll
learn to read words,and syntax already within their oral larquage
competence more easily than patterns which are not. Moreovei recent
research seems to indicate that there may be a mismatch between the
written language of early books in several commonly used reading series and
the-level of language development of children learning to read that..

Clearly, the mismatch is much greater for Aboriginal children who are
acquiring the patterns of English spoken by Aborigines rather than those
of Standard English. It is not surprising,therefore,that many
Aboriginal children have experienced difficulty in learning to read.

Development of the compensatory program

The major aim of the project was to help the children develop
facility in the use of S.E. language structures. The assumption was that
this accomplishment should facilitate the learning of reading and writing

'skills, as 'veil as assist in general cognitive development.

The compensatory language program provided many meaningful situations
for the children to hear the structures of Standard English spoken, before
they were asked to produce them. This eXperience.was intended to ensure
that the children would absorb the.structuresin much the same way as
they had acquired their own language code. It was hoped that the children
would learn to use S.E. structures aul-matically in appropriate contexts,
while still -ontinuing to use their initial language code within their
community.

* e.g Evelyn Hatch Thesyntax of .rour reading programs compared with
language' development of children. Inglewood, Calif: SOuthwest

-:Regional Laboratory for EdUcation Research and DevelOpment, 1972.
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Care was exercised in the selection and sequence of introduction of
structures as program units. Structures were always introduced in an
order determined by the computer analyses of their frequencies Of
occurrence in the oral, language of Aboriginal and non-Aboriginal preschool
children.

Inclusion of content words was also determined by the frequency
indices, since words occurring with high frequency in the oral language
of Aboriginal children could be expected to assist in ensuring interest
and motivation. Additionally, the sequencing of sounds was determined
both by structural necessities and by the consistency of sound-symbol
associations in Standard English.

Development of auditory discrimination skills was considered
necessary to enable accurate listening to take place. It had been shown
that many. Aboriginal children suffer marked hearing loss.* Therefore,
care needed to be taken to compensate for any physiological defect,
through the use of special equipment and teaching aids to increase
motivation. Grouping practices which allowed for increased individual
attention were also used extensively.

A further task was to provide enrichment activities to expand the
children's experiential background. Activities needed to be meaningful
to the children and therefore drew heavily on their early experiences.
Concurrently,attempts were made to extend their interests and aspirations.
Specific activiti5 were carefully planned to develop classificatory,
relational and problem-soiving skills.

The compensatory program,in short, emphasized the use of standard
grammatical units in enriching activities which were both meaningful
and enjoyable to the children.

Effects of the standard Queensland program on children's progress during
their first year at school

Psycholinguistic testing of the comparison group children after
one year at school showed no effective changes in performance aril-the
test as a whole. Detailed analyses of subtest results showed small
but signifiCant gains on Auditory Reception and'AsSociation, and
a7ain:sir,;nificant losses on Verbal and Manual Expression and Auditory
Sequencip5. The gap between the comparison group and the norming
population was consequently not narrowed to any extent.

Stuart, J.E. Quay1:7.:, C.J. Lewis, A.N. & Harper J. Health, hearing
and ear disease in Aboriginal School children. Medical Journal of
Australia, 1972, 1, 855-859.
Testing the hearing of Aboriginal children. Brisbane: Department of
Education, Queensland, Van Leer Foundation Project, Research Bulletin
No.2 (cyclostyled), 1969.



- 78 -

The exception to the general situation was that some small
improvement was made in the comprehension of Standard English patterns.
It was most likely that this resulted from increased contact with
Standard English in the school setting.

However production of S.E. structures seemed to be less amenable
to improvements. While some children were able to make progress, there
were many for whom no change was effected. .Indeed it appeared that
some of the adult Aboriginal language patterns became more firmly
embedded in some children's oral language systeMs.

There was also no reduction in the differences between
Performances of children at the two communities. More Cherbourg than
Palm Island children continued to be proficient in both the comprehension
and production of S.E. structures.

Significant progress in learning to read was achieved by only 20
percent of the children by the end of the year.* One third of the
children were unable to decode any words, while another third could read

. only one or two words of the test.

Effects of the special compensatory program on children's progress during
their first year at school

Psycholinguistic testing of the experimental group children after
one year at school showed that,in general, the children's levels of
performance had improved dramatically, particularly with regard to the
abilities required in the manipulation of meaningful sounds and symbols.
The compensatory program proved to be successful in assisting the childrento mak the additional progress necessary to reduce the gap between their
levels of performance and those of the forming population.

However, it was clear that the patterns of abilities remained
relatively unchanged by the short experience with the experimental program.
While there was general improvement in almost all performances, the
subtests on which the childreh obtained the lowest scores at the outset
remained those with the lowest scores at the end of their first year at
school. Successful performance on each of subtests appeared to be
closely related to structural differences between the-oral language
patterns of Aboriginal people and those of Standard, English.

* Cherbovrg comparison group only. Informal assessment indicated that
percitage of Palm Island children was perhaps lower.
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The gains in the children's performances may be attributed

directly to the methods and content of the special program. Enriching

the learning environment and providing eperience with a wide range of

visual material seem to have compensated for the effects of the

children's limited experiences. For example, the improvement in the

children's visual sequential memory seems likely to have resulted from

visual discrimination training in which reduced stimulus exposure times

of line drawings were used. Additionally, the gains in both auditory

and visual association abilities may be at least partly due to the

provision of a wide range of concrete materials for use in matching,

sorting and classification.activities.

Perhaps more importantly, when implementing the program,
verbalization by the children while involved in activities was
continuously encouraged. Children frequently worked with one or more
friends in pairs, or small groups, discussing what they were doing.
Additionally, activities in which the chUdren'examined objects by touch,
taste and smell as well as sight and sound, and talked about their
perceptions, were provided daily. The beneficial effects of this
emphasis on verbalization may be seen in the gains made by the children
in verbal expression.

Gains were.Made in the use of certain Standard English structures..
There was general improveMent in the production of a plural s and in the
contracted forms that's, it's and he's. In. addition, the verb,to be
was used more frequently, particularly in the present continuous tense.
Prepositional phrases were also used more frequently as well as more .
appropriately to elaborate sentences. Difficulties with the impersonal
pronoun it and associated reversed sentence order were largely overcome.

The children seemed to have acquired increased confidence in
producing their own ideas as well as in using..S.E. structures for this
communication. The increased competence was particularly marked among
the Cherbourg children. It appears likely that since the Palm Island'
children were less competent with S.E. structures at the outset, they may
need greater experience with the compensatory, program before being able
to reach the levels attained by the Cherbourg children.

It was not expected that Improvements in traditional school
achievement would necessarily be significant after such a short
compensatory proaram administered in the first year of school. However,
it was evident that 90 percent of the Cherbourg children, and 70 percent
of the Palm Island children had made significant progress in decoding
words. The important fact was .that so many of the experimental group
children exp-,rienced feelings of" success,, rather than the feelings of
failure felt by so many of the comparison group children during their
first year.
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Not all of the contributions made by the special pnigram can be
measured through formal assessment. The compensatory program sought
to enhance many aspects of the children's cognitive development. It
was also strongly oriented towards fostering a positive self concept
in each child, and establishing confidence through feelings of success.
Comments by teachers, parents, and visitors to the school appear to
Indicate that.the program was highly successful in this regard.

The children's high levels of interest and enthusiasm seemed to
result from the special program's greater meaningfulness to Aboriginal
children. They appeared confident of themselves as investijators, and
confik.,ent of their teachers' supportive role in learning experiences for
which they themselves took greater responsibility.

Moreover, it was hoped that implementation of the program might help
to promote greater community involvement with the schools. Strenuous
efforts were made to improve contacts between home and school and to
encourage greater communication between parents and teachers in their
mutual concern for the children's progress.

For example, children were encouraged to take home materials
for reading and discussion with members of the family. Parents
were encouraged to visit the school to observe and to participate
in classroom activities. Children were taken out into the community
to collect. environmental materials and to observe familiar people
in their occupations.

It is felt that the project has enjoyed a modest degree of
success in fostering increased home-School communication.

In general, teachers have found that the children learned
bacause learning was fun. Their increased achievement appeared
to be a. reflection of improved enthusiasm and confidence. The
spontaneous comments of many visitors towthe classrooms have
attested to the success of the prograM in- encouraging hari and
talkative explorers of a rich and varied environment.
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APPENDIX 1

DESCRIPTIONS OF SPECIAL TESTS

A. SENTENCE REPRODUCTION TEST

1. We sleep at night.

**
2. Mary has a red coat.

3. I want to wear it.

***
4. The bad dog ran after the cat.

5. That's a little bit.

6. I'm going to have a drink.

7. He has plLnted the tree.

8. They don't know my name.

9. What is that thing?

10. I saw her with Jean's apple.

11. He might be over there.

12. Look at that fish in the water.

13. I found three turtle eggs near his house.

14. Will you give me one of these?

15. Johnny would like to have a cowboy suit.

W.P.P.S.I. Sentence C.

** W.P.P.S.I; Sentence 1

*** Sentence .2
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B. ORAL COMPLETION TEST

1. Picture of boy sitting at a table, fork held in hand raised overplate of food. Glass of milk
beside plate.

Tester ,,ays: "a) Look at this picture. Tell me aboW: the boy.He
b) Where is the fork? The forkc) Tell me about the glass. The glass

2. Picture of urban street scene, with two boys running along the road.Tester says: "a) What do you see here? Two ....b) What are the' boys doing? Theyc) Where are they running? They are running 'F
3. Picture of girl lying in hospital bed, nurse bending over her. Water

jug and glass on tray beside bed.
Tester says: "a) Tell me about this little girl. Sheb) Where the glass? Itc) Wherc the jug? It

4. Picture of girl z foreground looking at book, woman at the rear nearbookcase.

Tester says: "a) How many books has this girl got? Sheb) The woman is standing up. The girlc) Tell me something more about the woman.She is taking books2
5. Picture of boy standing at bathroom basin holding open tube oftoothpaste with toothbrush in other hand against teeth.

Tester says: "a) Tell me about this boy. Heb) Where is the brush? It ......c) Where is the
toothpaste? It

6. Picture of girl sitting crying on ground beside
ove-4turned tricycle,boy bending over her with hands under the girl's arms.Tester says: "a) Tell me about the girl. Sheb) What else? She

c) What is the boy doing? He
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7. Picture of girl anc: boy sitting at opposite ends of a tables in adult
clothing. Girl is pouring from teapot into cup. Boy has
one hand outstretched.

Tester says: "a) Tell me about the girl. She
b) What will the boy do? He
c) Tell me about the shoes. They.

C. NUMBER TEST

1. We are going to write some numbers and do some drawing. (E. draws 3

apples on board)

How many apples are there? Write the number here on your book
(indicate) .

2. Draw 5 beads on a string. (check)

3. Put a cross on the second bead.

4. Now listen to what I say, and write the next number. (E. counts out
loud) 2, 3, 4, 5 -. Write the next number here. (indicate) ..

5. Draw a ball on your page. (check) Now colour in half of it.

6. (E. wr33%es on board saying each number as it is written). 2 6 8

Which number is missing. Write.the missing number here on your page.

(indicate)

7. (E. writes numbers on board without .saying them) 7 9 2 .4

Find the biggest number and write it on your page here. (indicate)

8. (E. writes numbers on board without saying them) 4 6 2 8

Find the smallest number and write it on your page here. (indicate)

Now turn to the next page like this. (E. turns page and checks).

9. Draw a square piece of paper here. (indicate)

10. Now draw 4 apples here. (pause and check) If you had to rub out
half of them, how many would you rub out? Write the number here.

(indicate)

D. PROGRAM WORD RECO NITION TEST

Mummy cat balls tree baby

boat dogs run No -boy

"No" always occurred at the beginning of a sentence
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E. PROGRAM SENTENCE RECOGNITION TEST

I can run.

Daddy is a man.

They are boys.

That's a car.

I'm going to school.

She is little.

We are playing in the water.
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APPENDIX 2

STATISTICAL TABLES (SIGNIFICANCE OF RESULTS)

TABLE 1; SUMMARY OF TWO-WAY ANALYSES OF VARIANCE OF ITPA SCALED SCORES

AND PPVT RAW SCORES OBTAINED BY CHERBOURG AND PALM ISLAND CHILDREN AT

SCHOOL ENTRY

Test

Community Group Interaction

F Sig. F Sig. F Sig.

Reception:
Auditory 7.93 ** 1.89 NS 0.18 NS

Visual 2.10 NS 0.01 NS 0.10 NS

Association:

Auditory 12.02 ** 1.06 NS 2.76 NS

Visual 3.05 NS 1.25 NS 0.05 NS

Expression:

Verbal 11.33 ** 0.07 NS 4.27 *

Motor 0.13 NS 0.06 NS 4.34 *

Closure:
Grammatic 13.68 ** 2.09 NS 0.03 NS

Visual 7.05 ** 1.05 NS 0.41 NS

Sequencing:

Auditory

Visual

0.01

6.16

NS

**

0.73,

0.00

NS

NS

1.04

0.36

NS

NS

Sum of Scaled
Scorns 7.25 ** 0.77 NS 0.09 NS

PPVT form A 2.96 NS 2.29 NS 0.03 NS

df = 1/117 for all comparisons

* p < .05
** p < .01

TABLE 2: SUMMARY OF ONE-WAY ANALYSES OF VARIANCE FOR ORAL
LANGUAGE TESTS AT SCHOOL ENTRY

Test.
Group
F

Sentence ReproduCtion Test 41.28 **

Oral 1 Words following cue words
Completion
Test 2 Completions

356.14 **

df = 2/87 for all comparisons

55.55 **I
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DISCUSSION OF RESULTS OF ANALYSES OF VARIANCE OF SCORES OBTAINED AT SCHOOL
ENTRY AND AFTER ONE YEAR AT SCHOOL (TABLES 3 AND 4)

Each of the analyses used a repeated measures design in which there

were three factors, Community (Cherbourg/Palm Island), Group (Comparison/

Experimental) and Time (At school entry/After one year at school).

Interest centered firstly on the significance of the Community x

group x Time interaction terms shown in column 7 of the table. Only one

term, that for the Visual Closure analysis, reached significance. This

meant that for the ITPA as a whole, as well as for each subtest other
than Visual Closure, there were no significant differences between the
changes in ::'21ores obtained by.the comparison groups and changes in scores

obtained by the experimental groups at the two communities. This was

interpreted as indicating that both programs operated similarly at each

community.

Therefore, because the terms were not significant, it was appropriate

to examine combined scores for the various groups:

Interest next centered on the Community x Group, Comminityx Time and

Group x Time interaction terms.

The Community x Group terms test the hypothesis that, when the scc.,res-
obtained at school entry and after one year at school are combined, there

are no differences in the relationship between the comparison and

experimental groups at the two communities.

The table shows that on 8 of the subtests as well as on the ITPA as

a whole, there were no differences in these relationships between the

groups. The only significant terms were obtained on the two expression

tests. The main reason for this was that, on each test, the Cherbourg
experimental group tended to score comparatively higher thati the

corresponding Palm Island group.

The Community x Time interaction terms test the hypothesis that, when

the Scores for the comparison'and experimental groups are taken together,

there.are no differences in the changes in scores at the two communities.

The table shows that none of these terms was significant. Therefore,

it was concluded that the combined scores for the comparison and

experimental groups on each subtest, as well as on the test as a whole,

changed similarly at Cherbourg and Palm'Island.

Examination of the Group x Time-terms constituted the most critical

test of the effectiveness of the standard and compensatory programs. The

hypothesis which these terms test is that, when the scores for the two

communities are taken together, there are no differences between the

comparison and experiMental groups in changes in scores after the first

year at school.
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All of these terms were found to be significant,'9 at the 0.01 level.
Therefore, it was concluded that, on each subtest, as well as on the test
as a whole, the scores for the comparison and experimental groups changed
differently.

These differences between groups may have arisen in several different
ways, depending on whether the changes for each group were gains or losses.
Therefore, further statistical testing was necessary to identify the
nature of the changes in scores.

Four comparisons were made for each of the 10 subtests as well as the
test as a whole. The results of the analyses are shown in Table 4.
The statistical test used is shown below the table.*

One set of tests compared the scores of the comparison and experimental
groups at school entry. Each of these analyses was essentially a
replication of the analyses reported in Chapter 3. The results were the
same as those in Chapter 3 except for the conclusion in the present
analysis that the small difference between the groups' overall mean scores
was significant.

The test used here was more sensitive to small differences in mean
scores than that used in the preceding analysis, because of the large
number of scores on which the denominator was based. However, since the
difference favoured the comparison groups, gains made by experimental
groups will tend to be understated in any comparisons with the comparison
groups.

Another set of tests compared the scores of the groups after one year
at school. The results showed that the experimental groups' mean scores
were signifiCantly higher than those for the comparison groups on 9 of the
10 subtests as well as for the test as a whole. The exception was the
Auditory Reception subtest, which was one of the two subtests on which
the comparison groups made significant gains after their first year at
school.

_Thus_although-there were_no differences betWeen the comparison 'and
experimental groups' at each community at school entry, after one year at
school the experimental children, were clearly more competent
psycholinguistically.

A third set of analyses examined the changeb in scores for the,
comparison groups after one year at school. The table shows that there
were.no significant changes the children's performances on 5 of the
10 subtests, as well as on the test as a whole.- Significant gains were
made on the Auditory Reception and Auditory Association subtests while
a significant loss was obtained on the Auditory Sequencing subtest.
Significant lossez4 were also obtained on the two expression subtests.

Winer, B.F. Statistical Principles in Experimental Design. New York:

McGraw-Hill, 1962.



Appendix 2 - 89 -

A fourth set of analyses examined similar changes in scores for
the experimental groups after one year at school. The table shows that

the differences, which were all gains, were significant for the ITPA
as a whole as well as for all 10 subtests, except Visual Closure and

Auditory Sequencing. These were two of the three subtests on which
the children's performances at school entry were already equivalent to

those of the norming population.

The results of the four sets of comparisons allowed the sources of
the differences between, the comparison and experimental groups to be

defined. One major pattern of change was identified which was common

to scores on six of the subtests. These were Visual Reception, Visual

Association, Visual Sequencing, Verbal Expression, Manual Expression and

Grammatic Closure.

For these subtests, there were no differences between the groups at

school entry. While the comparison groups made no gain or indeed their
scores were.lower after one year at schobl the experimental groups made

significant gains. In addition, the differences between the groups after

their year at school were significant.

With the exception that the small differences bet',Teen the two groups

at school entry were significant using the sensitive statistical test,

this pattern was also true for the overall ITPA scores.

For scores on the Visual Closure and Auditory Sequencing subtests,

the pattern was different: While the differences between the two groups
were not significant at school entry they wererafter one year at school,

even though there were no significant changes in the experimental groups'

scores.

On the remaining two subtests, Auditory Reception and Auditory
Association, both comparison and experimental groups made significant
gains,. However, after one year at school, the experimental groups
obtained significantly higher scores on the Association subtest, but not

on the:Reception subtest.
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TABLE 5: SUMMARY OF X ANALYSES OF NUMBERS OF CHILDREN PASSING ITPA
ERAMMATIC CLOSURE ITEMS AFTER ONE YEAR AT SCHOOL

Item

No.

Source of difference
b...-

Type of Response Overall
comparison

df=3

Community
(across groups)

df=1

Group

(across Community)
df=1

Regular Markers

1 plural -s 19.14** 10.49** 10.82**

5 plural -es. 24.95** 24.24** 1.84

4 present -ing 19.34** 6.82** 13.09**

8 possessive -'s 10.17* 6.91*.* 0.14

6 past -ed
...._ .

18.82
** 12.18** 0.85

16 -superlative -est 29.23** 12.23** 19.86**

12 noun -er 7.29 -- --
15 comparative -er 21.51** 20.56** 0.10

Irregular Words

3 possessive pronoun 34.61 ** 1.09 32.01**

14 indefinite
quantifier 1.88 --

13 past passive tense 5.21 --

9 past tense 13.97* 2.27 0.00

Phrases

2 preposition
,----------

0.00 -- --

10 omitted
preposition 18.38** 0.18 18.28**

7 .prepcsition 2.19 -

11 preposition 0.99 --

* p C..05
** p < .01
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TABLE 6: SUMMARY OF TWO-WAY ANALYSES OF VARIANCE OF PPVT AND
EPV SCORES OBTAINED AFTER ONE YEAR AT SCHOOL

Community Group Interaction

F Sig= F Sig. F Sig.

PPVT 2.93 NS 0.57 NS 2.80 NS

EPV 22.47 ** 1.28 NS 0.01 NS

NS = not significant
** p1(.01

TABLE 7: SUMMARY OF TWO-WAY ANALYSES OF VARIANCE OF CORRECT REPRODUCTIONS,
WORDS AND COMPLETIONS GIVEN TO ORAL LANGUAGE TESTS AFTER ONE YEAR AT SCHOOL

Community Group Interaction

F , Sig. F Sig. F Sig.

Sentence Reproduction Test 3.80 0.28 0.00

Oral 1. Words
Completion following cue
Test words 20.66 ** 26.47 ** 4.97 *

2. Completions 32.90 ** 11.15 ** 0.93

P '44: .05

** p 4 .01
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TABLE 8: SUMMARY OF t- -TESTS OF DIFFERENCES BETWEEN GROUPS ON ORAL

COMPLETION TEST AFTER ONE YEAR AT SCHOOL

a). Words following cue words

Mean

diff.

value

Cherb.
Exptl

Palm Is.

Exptl

Cherb.

Comp.

Palm Is.

Comp.

Cherb. 5.97** 5.28** 7.53**

Exptl
//..,

(57) (63) (65)

Palm Is, 6.19 J 0.39 1.98

Exptl (52) (54)

Cherb. 6.74 0.55 1.40

Comp, (60)

Palm Is. 8.86 2.67 2.12

Comp.

b) Completions

Mean

diff,

t -value

Cherb.

Exptl

Cherb.

Comp.

Palm Is.

Exptl

Palm Is.

Comp.

Cherb,
Exptl

//'
,./r//

2.74**
(63)

5.65**
(57)

7.44**
(65)

Cherb.

Comp.

2.66 1.46
(52)

3.00**
(60)

Palm Is.
Exptl

4.14 1.48
/,"

2.05*
(54)

,...",//
....-',/,'

r- Vr/
Palm Is.
COMP.

5.61 2.95 1.17

df in brackets

p < .05

** p < .01

The groups in parts a) and b) of the table are arranged. so that the
mean scores are in descending order of magnitude from left to right,,

and top to bottom.
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TABLE 9: SUMMARY OF t-TESTS OF DIFFERENCES BETWEEN GROUPS ON ORAL
COMPLETION TEST AT SCHOOL ENTRY AND AFTER ONE YEAR AT SCHOOL

Differences between Groups:

Mean
diff.

df t
After one

year
at school

At

school
entry

Words

following
cue words

Cherb.Exp.

Palm Is. Exp.

Cherb..Exp.

Palm Is. Exp.

Oherb.Exp.+

Palm Is. Exp.+

Brisbane

Brisbane

11.20

8.79

-2.63

-8.82

33

23

64

53

13.27**

7.03**

-3.46**

-11.76**

Completions

Cherb.Exp.

Palm Is. Exp.

Cherb.Exp.

Palm Is. Exp.

Cherb.Exp4./.

Palm Is. Exp.+

Brisbane

Brisbane

4.14

3.33

-1.05

-5.19

33

23

64

53

4.59**

4.79**

-1.58

-9.16
**

+ Matched pair t-test

** p< .01

TABLE 10: SUMMARY OF ONE-WAY ANALYSES OF VARIANCE OF SCORES ON HULL
WORD RECOGNITION AND NUMBER TEST AFTER ONE YEAR AT SCHOOL

Test F Sig.

Hull Word Recognition Test 9.97 **

Number Test 7.81 **.

df = 2/87

** p < .01
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TABLE 11: SUMMARY OF t-TESTS OF DIFFERENCES BETWEEN GROUPS ON
ACHIEVEMENT TESTS AFTER ONE YEAR AT SCHOOL

a) Hull Word Recognition Test

t- value

Mean

diff.

Cherb.
Exptl

Palm Is
Exptl

Cherb.
Comp.

Cherb.

Exptl
,,/ 3.32"

(58)

3.48**
(64)

Palm Is.
Exptl

3.6

..,

(3.81

(52)

Cherb.

Comp.
L

4.6 1.0 'V.
'''',,//

b) NuMber Test

t- value

Cherb.
Exptl

Palm Is.
Exptl

Cherb.

Comp.

Cherb
Exptl

,----..---

....2.

e..7

2.46 **

(58)

3.73**
(62)

Palm Is.
Exptl

1.6
,/

(50)

Cherb.

Comp.
2.4 0.8 '

"--

,

df in brackets

c) Experimental groups (Cherbourg - Palm Island)

Test
Mean
df

diff,

diff.

Program Word Recognition 1.3 58 1.75

Program Sentence Recognition 8.0 58 4.18**

Boehm Basic Concept 7.2 58 4.75**

* p .05

** p .< .01

The groups in parts a) and b) of the table are arranged so that the
mean scores are in descending order of magnitude from left to right,
and top to bottom.
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FURTHER STATISTICAL TAB S ("law SCORE DATA)

TABLE 1: PERCENTAGES OF SCHOOL ENTRANTS MAKING MAJOR ERRORS ON THE ITPA
GRAMMATIC CLOSURE SUBTEST

item

No.
Syntactic

Form
Error Bris. Cherbourg Palm Island

(n=33)

1969
intake

(n=31)

1970

intake
(n=35)

1969

intake
(n=32)

1970
intake
(n=23)

Regular Markers

1 plural -s -s omitted 0 65 58 75 91_ ....

5 plural -es -es omitted 3 87 75 94 91

present -ing -ing omitted 0 6 26 31 26
dog subst. 3. 26 6 19 35

8 possessive -'s -s omitted 12 68 69 59 65
belong to subst. 3 0 12 13 11
N.A.* 0 3 3 19 4

6 past -ed -ed omitted 21 50 52 45 48
gate subst. 0 7 3 19 30

16 superlative -est omitted 9 39 9 13 13
-est big one subst. 18 16 23 13 13----*----

N .A. 6 19 40 47 57
12 noun -er -ina man subst. 18 23 20 38 4_

-ing subst. 9 36 17 3 13
N.A.* 0 13 32 -44 57

15 comparative -er omitted 35 45 40 28 9
-er small/little 7 10 6 9 13

subst.

N.A.* 6 16 40 47 57

Irregular Words

3 possessive he's subst. 9 23 35 13 13pronoun boy subst. 3 16 6 13 26
him's substt 9 0 17 3 914 indefinite none subst. 27 45 20 3 0

quantifier nothing subst. 0 0 6 13 9N.A.
. 0 16 37 47 5713 past gone subst. 30 23 20 6 22

passive
tense

finish/finished 0 23 20 34 13
ate/aten
eated/ated 39 13 6 0 0

0 16 37 '47 57
----*"N.A.

write/-
(is) writing 48 42 32 31 17

8 past Writed/writ 27 0 3 3 4tense paper/letter. 3 10 12 19 0
N.A.* 3 20 22 48
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TABLE 1 (contd.)

Item

No.

Grammatical
Class

Error
!iris. Cherbourg Palm Island

(n =33)

1969

intake
(n=31)

1970
intake
(n=35)

1969

intake
(n=32)

1970
intake
(n=23)

Phrases

2 preposition - - -

10 noun to home/
to work 3 0 12 3' 0

N.A.* 0 10 20 39 49

7 preposition milk-(in it) 0 39 26 19 22

subst.
glass/tumbler 3 13 17 22 44

N.A.* 0 3 3 19 0

11 preposition in (the)_
night/dark 58 6 23 13 13'

dark/night 12 36 12 6 9

N.A.* 6 10 32 37 47

N.A.
*

= Not administered, since the testing of children under 6 years
of age is discontinued after 6 consecutive items have been
failed.
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TABLE 31 PERCENTAGES OF CHILDREN.MAKING MAJOR ERRORS ON THE ITPA
GRAMMATIC CLOSURE SUBTEST AFTER ONE YEAR AT SCHOOL

tem
ko.

Syntacvdc
Form

Error Cherbourg Palm Island

Comp. Exptl Comp. Exptl
(n=31) (n=35) (n =32) (n=23)

Regular Markers

1 plural -s -s omitted. 1 23 0 48 25....._

5 plural -es -es omitted 45 16 91 46
elongated s 0 33 0 42

4 present -ing -ing omitted 3 5 33 4

8 possessive-'s -'s omitted 32 57 82 62
belong to subst. 0 5 6 4

6 past -ed -ed omitted 29 57 79 62

16 superlative - -est omitted 16 13 28 33
est big one subst. 23 14 19 25

taller/tallest
substituted 10 0 6 0

12 noun -er -ing man subst. 45 44 19 63
-ingsubst. 3 0 9 0
paint man subst. 13 .11 0 4

15 comparative -er -er omitted 36 46 38 50
small/little
substituted 0 11 9 29



Appendix

TABLE 3 (contd.)
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Item
No.

Grammatical
Class

Error
Cherbourg Palm Island

Comp.

(n=31)

Exptl
(n=35)

Comp.

(n=32)'

Exptl

(n=23)

Irregular words

3 possessive he's substituted 6 90 0 50

pronoun boy substituted 10 0 9 4

him substituted 10 8 6 8

him's substituted 3 0 0 4

14 indefinite none substituted 57 82 6 13

quantifier nothing subst. 3 0 39 33

no more subst. 17 11 0 0

3.:':. past tense gone aubstituted 30 41 27 33

finish(ed) subst. 17 16 27 41

ate/aten/eatedt
ated substituted 19 20 3 0

9 past tense write (is) writing

subetituted 49 68 42 38

writed /writ subst. 0 5 0 0

paper/letter '(s)

sub. 18 33

Phrases

2 prepOsition -

10 omitted
preposition to home/to work

7 preposition milk (in it) sub. 33 30 9 30

tumbler /mug /glass

substituted 13 0 6 0

(you)drink it sub. 3 11 3 13

11 preposition In (the) night/
dark 32 57 27 17

dark/night 6 27 12 42
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